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PERCEPTIONS OF VIRGINIA BEGINNING SPECIAL EDUCATORS REGARDING
THE FREQUENCY AND HELPFULNESS OF MENTORING ACTIVITIES
Abstract
This study investigated the perceptions of Virginia conditionally licensed special
education teachers (CLTs) regarding mentoring. Self-reported responses to a web-based
survey provided information about the extent to which mentoring activities occurred and
the perceived value o f these efforts. The population o f 822 CLTs had completed one year
of teaching with an assigned mentor.
Significant findings showed that the CLTs felt that most of the mentoring
activities were somewhat very helpful to very helpful. Most helpful were activities related
to the support and encouragement the mentor provided. All the activities by theme
showed a statistically significant positive correlation between the frequency and
helpfulness of the activity, with the highest correlation found in the theme of Emotional
Support. In predicting the perceived effectiveness of CLTs as a result of mentoring, and
the perceived retention, the theme of Emotional Support had the greatest influence.
The helpfulness of the emotional support activities mentors perform impacts
CLTs’ perceptions of teacher effectiveness and their desire to remain in the field of
special education.
ALICE CLAIRE CULOTTA GIACOBBE
DEPARTMENT OF EDUCATION
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA

x
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Chapter 1: Statement of the Problem
The first year of teaching is generally viewed as difficult and challenging for most
beginning teachers (Kagan, 1992; Ryan, 1986; Veenman, 1984). Many teachers do not
understand their roles as “rookies” in well-established school cultures with norms and
multifarious expectations (Hawkey, 1997; Scherer, 1999; Wildman, Magliaro, Niles, &
Niles, 1992). Additionally, teaching is a profession that does not provide an established
period of apprenticeship. As a result, beginning teachers assume the same
responsibilities as veteran teachers without the benefit of years of experience (Danielson,
1999). Further, it is not uncommon for novices to be assigned challenging students,
inadequate classroom space, extracurricular assignments, least desirable courses, and
schoolwide committee responsibilities (Darling-Hammond, 1996; Johnson & Birkeland,
2003). These added responsibilities do not enhance the probability of novice teachers’
professional success (Gratch, 1998; Weasmer & Woods, 2000).
Beginning teachers (i.e., those with fewer than five years of experience) are more
likely to leave schools where working conditions are poor and student achievement is low
(National Commission on Teaching and America’s Future, 2003; NCTAF). Beginning
teachers’ attrition rates range from 20% to 30% and, in urban districts where these
challenges are greater, rates can be as high as 50% (Darling-Hammond, 1997). Ingersoll
(2001), in a nationwide study of teacher turnover and shortages, found that the attrition
rate in high-poverty schools was 50% higher than in low-poverty schools. Inevitably,
high teacher turnover and lack of instructional continuity impact the academic
2
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performance o f students in these challenging schools (Fideler & Haselkom, 1999;
NCTAF, 2003).
This trend is alarming, given mushrooming student enrollment and large numbers
o f teachers reaching retirement age (Darling-Hammond, 1996). Thus, the United States
is currently facing a shortage of teachers in all certification areas that many think will
reach critical proportions (NCTAF, 2003). According to a recent national study of
personnel needs in special education, conducted by U.S. Department o f Education
(USDE; 2002a), 12,241 special education teacher positions were either left vacant or
were filled by substitute teachers during the 1999-2000 school year because “suitable
candidates” could not be found. Additionally, 8% of special education teachers
employed that year were not fully certified. Estimates of new teachers needed
nationwide by the year 2008 range from 2 million to 2.5 million, which averages to over
200,000 new teachers annually (Darling-Hammond, 2000; Halford, 1998).
The most recent NCTAF report indicated that the supply of teachers during the
1990s increased; however, teacher attrition rose at a faster rate. As a result of these
findings, the Commission posited that the national crisis facing public education is not
teacher shortage but teacher retention (Ingersoll, 2001; NCTAF, 2003).
Retention as well as attrition rates of special education teachers are critical factors
that impact the number o f personnel serving students with disabilities. Higher attrition
rates exist among younger, less experienced special education teachers, and studies have
indicated that a successful first year of teaching is crucial in retaining special education
teachers (Whitaker, 2000a; White, 1999).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

4
High attrition among novices, large numbers o f new teachers entering the
workforce, retirement projections, and rising student enrollments are increasingly
influencing both policymakers and educational leaders to include mentoring as part of
teacher induction programs (American Federation of Teachers; AFT, 2001; Education
Commission of the States; ECS, 1999; Portner, 1998). Gordon and Maxey (2000) refer
to induction as a period of up to three years during which a beginning teacher receives
formal, ongoing, and systematic assistance with teaching. Assistance is provided through
social interactions and experiential learning activities with mentors (Odell, 1986).
Since the early 1990s, the primary responsibility of mentors has been to provide
direct assistance to new teachers (Gordon & Maxey, 2000). Mentors are typically chosen
by principals from the ranks of experienced practicing teachers. Their primary role is to
support, guide and assist the novice (Scherer, 1999). Research conducted by HulingAustin and Murphy (1987) found that the assignment of support teachers (i.e., mentors)
to beginning teachers was a powerful and cost-effective induction practice. Consistently,
first-year teachers reported that they relied upon support teachers for guidance. DarlingHammond (2003) cites mentoring as one of four major factors that strongly influence the
retention o f teachers in the profession regardless of student demographics, school wealth,
staffing patterns, salaries, working conditions, and teacher preparation.
In the New Teacher Induction Study (Feiman-Nemser, Carver, Katz, & Schwille,
1999), three well-regarded induction programs were examined through interviews with
mentors, principals, and new teachers. New teachers indicated that they wanted more
than social support. In addition to social support, they also expressed a need for
opportunities to learn situationally relevant approaches to subject matter, assistance with
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adjusting to school culture and community culture, and assistance in developing a
professional identity.
AFT conducted a 50-state analysis of teacher induction policies in 2001. Data
included reviews o f state statutes and interviews with appropriate state department of
education personnel responsible for teacher licensure. Results were cross-referenced
with Education Week’s “Quality Counts 2000.” Findings showed wide variation in
induction programs across states. Thirty-three states have induction policies. Of these, 29
used mentors assigned to beginning teachers in all districts, 21 have developed criteria for
mentors, 17 require that mentors receive training, and only 12 states provide monetary
compensation for mentoring (AFT, 2001).
Beginning special education teachers are faced with the same challenges as
beginning general education teachers. Tasks such as legally binding paperwork, frequent
interactions with family, responsibility for students with complex learning and behavior
problems, and implementing rigorous academic standards create added burdens for these
teachers (Gersten, Keating, Yovanoff, & Hamiss, 2001; Schnorr, 1995). Given the
critical shortages o f special education teachers, more school districts are faced with hiring
provisionally certified, alternatively licensed, or unqualified teaching personnel. Carlson
(2001) found that local school administrators identified the shortage of qualified
applicants as the greatest barrier to finding special education teachers. Given what is
known about the crisis in teacher supply and teacher retention, the value of mentoring,
and the emergence of an underqualified and poorly prepared special education workforce,
there is a clear need for greater, in-depth study of teacher mentoring as an induction
practice and its applicability to beginning special educators.
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Conceptual Framework
With documented teacher shortages and growing rates of teachers leaving the
profession, mentoring is being integrated into professional preparation as a practice to
recmit and retain new teachers (AFT, 2001; ECS, 1999; NCTAF, 2003; Portner, 1998).
Teacher mentor programs reflect the theoretical perspectives of social constructivism in
that the emphasis o f learning for the novice is focused on collaborative social interactions
versus learning by more isolated, individual investigation (Applefield, Huber, &
Moallem, 2001; Arredondo & Rucinski, 1998). This view of how one constructs
knowledge emphasizes the social interaction of people, sharing of knowledge, and
making meaning of knowledge through reflection and supportive guidance (Glickman,
Ross-Gordon, & Gordon, 2000). Through this mutually built relationship between
mentors and novices, beginners achieve higher levels of skill, understanding, and more
independence (Vygotsky, 1978).
In summary, mentoring proponents contend that new teachers benefit from
opportunities to share ideas, solve problems, discuss concerns, and gain insights from
mentors. Mentors provide experiential learning opportunities and supportive
interpersonal relationships that can assist novices in linking theories of teaching with
real-world applications.
Purpose o f the Study
This study investigated perceptions of conditionally licensed special education
teachers (CLTs) who had, in the Commonwealth of Virginia, been mentored for one year,
as well as the frequency with which mentoring activities occurred and the degree to
which these activities were perceived as helpful. Additionally, relationships between
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mentoring perceptions, teacher decisions to remain in the field, and perceptions of
mentoring on teacher effectiveness were examined.
The Commonwealth of Virginia has provided various types of support to
beginning teachers since the 1990s. Presently, the Code of Virginia 22.1-3501 mandates
mentoring o f all beginning teachers, and guidelines have been developed to facilitate this
process. CLTs are required to have mentors who are licensed special educators and
teaching in the same school. Virginia CLTs are issued licenses for a three-year term with
special requirements. During the 2002-2003 school year it was estimated that 1,134
CLTs were teaching in Virginia (P. Burgess, personal communication, November 19,
2002).
Mentor teacher programs as defined in this investigation were mandated mentor
programs established by the local school divisions in compliance with Code of Virginia
22.1-3501 (Virginia Legislature, 1999) and the passage of The Education Accountability
and Quality Enhancement Act (VDOE, 2000). Mentors were defined as experienced
teachers who have received continuing contract status and were assigned to assist
beginning teachers. CLTs were teachers with conditional licenses who have completed
one year of teaching as a special education teacher with an assigned mentor. Support
activities as defined in this investigation were activities that mentors engaged in with
their assigned CLTs.
Research Questions
Four questions were addressed to determine the frequency of mentoring activities
and the helpfulness o f these efforts as perceived by CLTs who had been mentored by
assigned teacher mentors.
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First, what mentoring activities did Virginia CLTs perceive as most helpful? In
reviewing the literature on beginning teacher induction programs, Serpell (2000) found
that creating opportunities for interactions between new teachers and mentors was
characteristic o f strong induction programs. Interactions included formal and informal
exchanges, classroom observations, spontaneous advice, and grade-level team meetings.
Beginning teachers also valued and benefited from group discussions with veteran
teachers who were placed in close proximity. Whitaker (2001) identified six potential
forms o f support that mentors could provide novice special educators: unscheduled
meetings, scheduled meetings, telephone contacts, written communications, classroom
observation of the mentor by the novice, and classroom observation of the novice by the
mentor. Boyer (1999a) found that new special educators wanted assistance with planning
instruction and adapting curriculum, understanding policies and procedures in special
education, and classroom behavior management.
Second, how did the frequency of the mentoring activities relate to the CLTs ’
perceptions o f the helpfulness of the mentoring activities? Whitaker (2000b) found a
significant positive correlation between the frequency of contact and perceived
effectiveness of mentoring when the mentor had contact with the novice on at least a
weekly basis.
Third, how did the mentoring process influence the CLTs ’perceptions o f their
effectiveness as special educators? White (1995) in studying beginning teachers in
Kentucky found that when the mentor was a special educator, the beginning teachers
reported a more successful first year. According to a recent national study of personnel
needs in special education conducted by US Department of Education (USDE; 2002b),
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beginning teachers were less positive in describing their overall job performance than
more experienced teachers.
Fourth, did the mentoring process influence the CLTs' likelihood of remaining in
the field o f special education? Miller, Brownell, and Smith (1999) in their large-scale
study o f teachers in Florida found that lower levels of colleague support were associated
with attrition whereas higher levels of colleague support were associated with remaining
in the field of special education. Further, Whitaker (2000a) found that the perceived
effectiveness o f mentoring was related to a beginning teacher’s intent to stay in special
education and was also related to their job satisfaction. According to Ingersoll and Smith
(2003), “Mentors are especially crucial. Life for beginning teachers has traditionally
been described as a sink-or-swim proposition. Indeed, data from Schools and Staffing
Survey (SASS)/Teacher Follow up Survey (TFS) show that mentoring does make a
difference” (p. 32). Data from the SASS and TFS showed that the attrition rate of
beginning teachers after their first year of teaching with no mentoring program was
18.6%. The attrition rate of beginning teachers after their first year of teaching with
mentoring programs was 11.8% (Ingersoll & Smith, 2003).
Significance o f the Study
Teacher mentoring programs in Virginia have great variability in their design and
recommended practices (Hughes, 2002). By developing a better understanding of
mentoring programs and mentor teacher activities and practices, Virginia school districts
will be better able to design mentoring programs that meet the perceived needs of
beginning special education teachers. Results may also have practical value to the
Virginia Department of Education (VDOE) in responding to the recommendations of the
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Joint Task Force on the K-12 Teaching Profession in Virginia’s recent report, Stepping
Up to the Plate... Virginia’s Commitment to a Highly Qualified Teacher in Every
Classroom (2002). In the Guidelines for Mentor Teacher Programs for Beginning and
Experienced Teachers (VDOE, 2000) there is no mention of the specific needs of
students with disabilities or the unique mentoring needs of beginning special education
teachers.
Quality teacher mentoring programs may help to retain beginning special
education teachers who are at greatest risk to leave the profession. Ultimately, retaining
special education teachers with added supports may enhance academic achievement and
personal success for students with disabilities.
Overview o f the Methods
This investigation was implemented in three phases. First, written permission to
use the Mentor Teacher Activity Evaluation (MTAE) was obtained from the Mentoring
Induction Project (MIP) and the Council for Exceptional Children (CEC) (see Appendix
A). The MTAE (see Appendix B) portion of the Mentoring Induction Project (MIP) New
Teacher Survey was converted to a web-based survey format (see Appendix C). As no
content alterations were made to the MTAE, a field test of the survey was not necessary.
Seven demographic questions were adapted from the New Teacher Survey and included.
The second phase of the study involved enlistment of participants and
administration of the survey instrument. VDOE provided 1,429 names of CLTs who
were teaching on the three-year licenses that expire in 2004. This list was used to
identify participants for this research. Following removal of repeated CLT names due to
multiple endorsements, the number was 990. Additionally, participants who were no
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longer with the school district were identified, which resulted in an additional reduction
in the number o f CLTs by 168. A letter of introduction was sent to 822 Virginia CLTs.
It provided an overview o f the study, explanation of human subjects’ protections, and
instructions for accessing the study’s webpage. A followup reminder letter was sent to
non-responders two weeks after the initial mailing. A final letter and a paper copy of the
survey were sent to non-responders along with a self-addressed stamped envelope.
Finally, data from completed web-based and paper surveys were collated and
exported into a Microsoft Excel spreadsheet. The spreadsheet was used by the Statistical
Package for the Social Sciences (SPSS) 11.5 to perform statistical analyses. Data were
analyzed using relevant statistical procedures, and interpretations were drawn with
recommendations for further research.
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Chapter 2: Literature Review
The word mentor was used by Homer in The Odyssey around 800 BCE when
Odysseus asked Athena, the goddess of wisdom, to protect, teach, and nurture his son
Telemachus. To do so, she took a male identity and was called Mentor. As Mentor,
Athena assumed the role that we associate with mentoring in presentday mentor practices
(Gardiner, Enomoto, & Grogan, 2000). Levinson (1978) described a mentor as:
a person who shares a dream-not necessarily a consciously formulated career
goal, but a cherished perception of self. The mentor encourages the young
person’s development by believing in him, sharing his youthful dream and giving
it his blessing, helping him to define the newly emerging self in its newly
discovered world, and giving the young adult the autonomy to work out a
reasonably satisfactory life structure that contains the dream, (p. 48)
Shafer (2000) believes that the “dream” of the teacher mentee (i.e., the individual being
mentored) is supported through inspiring, advising, instructing, role modeling,
encouraging friendship, and assisting with early career decisions by the mentor. Others
describe teacher mentors as helpers, nurturers, guides, buddies, coaches, master teachers,
counselors, and support teachers (Cook, 1999; Eisenman & Thornton, 1999; Scherer,
1999).
A common definition of teacher mentoring is “a formalized relationship between
a beginning teacher and a master teacher (mentor) that provides support and assesses
teaching skills” (ECS, 1999). These definitions incorporate mentor duties and activities
12
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that often include building and school system orientation, instructional content and
strategies advising, designing and implementing lesson plans, classroom instruction
demonstrations, school and family communication, and professional expectations (ECS,
1999).
Effective mentoring involves shared commitment on the part of the mentor and
the mentee in establishing a relationship that is ongoing and benefits both parties. Much
of the literature on traditional mentoring in education addresses program components and
practices, characteristics of good mentors, participants’ responsibilities, legislative
policies, benefits of mentoring, effectiveness of mentoring, and related attrition and
retention rates. Appendix D contains a table summarizing books, technical documents,
reports, and research studies on mentoring beginning general and special education
teachers.
Odell and Ferraro (1992) surveyed 160 teachers who received mentoring during
their first year of teaching. Participants were kindergarten through fifth-grade teachers
whose mentoring program was not tied to formal evaluation or determination of licensure
status. Mentor teachers were selected based on the following criteria: exceptional
teaching performance, ability to work with adults, and openness to continued learning.
They received formal training in peer coaching, questioning, and shared teaching
techniques, which they were encouraged to use in guiding their mentees. Mentees had
weekly interactions with their mentors inside and outside their classrooms.
Mentees were surveyed four years after their initial year of teaching. Overall, 88%
of the participants (141) completed the followup survey. Of these, approximately 96%
were still teaching after four years. Participants rated seven categories of mentoring
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support that they had received. Among them, they valued the emotional support from
their mentors most highly. This was followed by help with instructional strategies and
resources. Least value was placed on help related to managing the school day and
functioning within the school district.
Mentoring Beginning Special Education Teachers
Literature on evaluating mentoring first-year special education teachers is limited.
This is noteworthy since special educators leave the field at about twice the rate of their
general education counterparts (Singer, 1993; White, 1999), and a successful first year of
teaching has been reported to have the greatest impact on retaining special education
teachers (Boyer, 1999b). Not surprisingly, Miller and colleagues (1999) reported that
teachers with less experience are more likely to leave than their more experienced peers.
Additionally, these authors found that insufficient certification is a primary factor that
contributes to special educators leaving the field.
According to White, those at greatest risk for leaving special education have the
following characteristics: are under 35 years of age; have a master’s degree; have had an
elementary-age teaching assignment; have chosen to work with students who have
speech-language impairments, hearing impairments, emotional disabilities, or vision
impairments; have less than five years of experience; and have a provisional or
emergency certification and is not fully certified. Singer also indicated that special
educators who have left the field were younger than those who remain. Students who are
being taught by teachers who are not adequately prepared suffer an array of serious
consequences that include inadequate educational experiences, reduced achievement
levels, and insufficient competence in the workplace upon graduation (Darling-Hammond
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& Sclan, 1996). Thus, Billingsley (2002), in reviewing the research on teacher retention
in special education over the last decade, stated, “The shortage of special education
teachers threatens the quality of education that is provided to students with disabilities”
(P- 60).
White (1995) investigated the impact of a one-year internship program, the
Kentucky Teacher Induction Program (KTIP), on the retention of special education
teachers. She surveyed Kentucky special education teachers who had had up to three
years’ teaching experience following the 1991-1992 school year. Results indicated that
participants did not view their overall internship year as influential on their decision to
remain in special education. However, survey results suggested that interns who had
special educator mentors were more satisfied with the experience than those whose
mentors were not special educators. Findings also suggested that when the mentor was a
special educator, the mentee asked for more help and received more useful suggestions
related to teaching students with disabilities. While KTIP did not use voluntary mentors,
did not match special education mentor teachers with novice special education teachers, it
did incorporate formal evaluations tied to the certification requirements for licensure of
the beginning teachers (White, 1995).
Whitaker (1999) investigated 156 induction-year special education teachers in
South Carolina to gain their perceptions of mentoring and its impact on attrition. A list of
all first-year special education teachers in the state was obtained from the South Carolina
Department o f Education. A random sample of 200 of these teachers was selected from
the population of 301 beginning teachers. Of these, 170 (85%) returned their surveys.
The frequency of contact between mentor and mentees was a factor in perceived
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mentoring effectiveness. In addition, Whitaker found that 36% of the participants
planned to leave special education within five years.
Findings suggested significant relationships between perceived overall
effectiveness o f teachers’ mentoring experience and plans to continue as special
educators. The regression analyses identified that emotional support, materials/resources,
system information for school/district, and system information for special education
accounted for 77% o f the variance in teachers’ perceptions of the overall effectiveness of
the mentor program. Participants rated emotional support provided by their mentors to be
the most effective support they received. Other forms of support that contributed to
satisfaction with mentoring were identified through regression analyses. In discussing
implications for practice, Whitaker emphasized the need to provide emotional support in
the form o f mentoring for beginning special education teachers, selecting mentors who
are special education teachers, and providing guidance to mentors to facilitate mentee
assistance in the areas o f curriculum/instruction, discipline, and management.
Limitations of this study were that the sample was drawn from one state and the data
were gathered through self-reported perceptions of first-year teachers.
Boyer (1999a) studied new special educators’ perceptions of the impact of a
mentorship designed according to recommended best practices in deciding whether to
remain in the field of education. In this qualitative study, Boyer followed nine new
teachers who participated in a mentorship program. Mentors, who were recommended by
their principals, volunteered to be part of the program. They were paid an annual stipend
and participated in professional development that consisted of a series of seven learning
modules. Additionally, they received licensure recertification points that were equivalent
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to a three-credit hour college course. Novice teachers were paired with mentors by
student disability and teaching assignment.
All the novice teachers reported that their mentors were a source of contact for
objective advice, instructional expertise, and information about new procedures. Two
teachers felt that their mentors directly affected their decision to remain in special
education. One chose to move to general education where she felt she could be more
effective in facilitating inclusive practices for students with disabilities. The remaining
teachers felt that their mentors had indirectly influenced their decisions to remain in
special education. Additionally, all nine stated that the mentors helped meet expectations
for themselves and their students. Boyer (1999a) concluded that mentors contributed to
the mentees’ sense o f competence, value, and self-confidence.
A survey o f over 1,500 Florida special education teachers (Miller et al., 1999)
examined factors that contribute to teachers staying in, leaving the field, or transferring
out of special education. Five hundred twenty-six participants were first-year special
education teachers, 530 were teachers with two to five years’ experience, and 520 had
more than five years of experience. The survey return rate was 80.2%. Teachers who
left the field of special education indicated that the primary factors were insufficient
certification, high stress, and poor school climate. Teachers who transferred to different
schools or districts reported high stress and poor school climate as significant factors. It
is important to note that these teachers were significantly younger than the teachers who
maintained employment in their original schools. The researchers indicated that more
extensive attrition and retention research is needed to make more definitive conclusions.
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In an investigation of factors related to special education teachers’ attrition and
retention, Gersten et al. (2001) found that a leading negative factor was stress due to the
multi-faceted job responsibilities. Findings also suggested that special educators who
engaged in substantive conversations with administrators and fellow teachers within their
school experienced less conflict with role dissonance and their stress was reduced. The
authors concluded that it is essential to give special educators an active role in designing
and participating in professional growth activities such as mentoring, coaching, and
curriculum development.
Boyer and Lee (2001) described the first-year experiences of a novice special
education teacher who was charged with beginning a new program for students with
autism in her school. The novice, who taught six kindergarten students in a selfcontained classroom, was assigned to a mentor who also taught students with autism.
Even though her mentor was not in the same school, they met regularly during scheduled
visits, which provided face-to-face support. The mentor also role-played Individualized
Education Program (IEP) meetings with the novice, assisted with pre-planning of goals
and objectives, and gave instructional support in adapting curricula and designing lessons
that differentiated individual student needs. Communication between the mentor and the
novice was frequent and occurred by telephone and e-mail, in addition to face-to-face
contacts.
The novice teacher and mentor received year-long professional development
offered by the school district. The mentor, who had been recommended by the principal,
received an annual stipend. In addition, the school district provided technology support
and the principal and assistant principal provided onsite support and resources. Although
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the mentee received multiple levels of support in her initial year of teaching, mentoring
was viewed as the essential component (Boyer & Lee, 2001).
Busch, Pederson, Espin, and Weissenburger (2001) conducted a qualitative case
study that reflected the perceptions of a first-year teacher of students with learning
disabilities (LD). The novice faced many issues described as challenges to beginning
special educators such as collaborating with general educators, clarifying the school
culture, developing IEPs, documenting student progress, developing schedules, and
developing and adapting curricula for individual students needs (Boyer & Lee, 2001).
The novice LD teacher was not assigned a mentor teacher. She taught in an elementary
school and worked with students in grades two and six, who were performing two to
three years behind their peers. Students had been diagnosed with LD, developmental
delays, emotional/behavioral disorders, dyslexia, and oppositional defiant disorder.
When asked for recommendations for beginning teachers, the novice made three
suggestions. First, find a mentor who is willing to answer questions and provide advice if
the school district did not provide formal mentoring. Second, save the materials they
developed during teacher preparation to use as models in the first year o f teaching.
Finally, locate and use as a model well-written IEPs and assessment reports.
Mastropieri (2001), in describing her first year as a special education teacher in
1977, reflected on the challenges she faced. A beginning teacher with full certification
and a master’s degree, she was not assigned a formal mentor. However, two special
education teachers assisted her in understanding the culture of the community and helped
with the socialization aspects of the school system. They helped by sharing supplies,
materials, and instructional techniques. In addition, they answered her questions and
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provided a supportive environment. Although she indicated she had no “official mentor,”
she benefited from these two informal professional relationships, and questioned how
well she would have survived her first year of teaching without their support.
In summary, given the anticipated growth in the numbers of new teachers entering
the workforce, and the high rate at which new special educators leave the field, these
studies illustrate the importance of developing high-quality induction programs that
include mentoring within schools. Quality teacher mentoring programs designed to
provide support activities for beginning special educators would support those who are at
highest risk to leave (e.g., younger, provisionally licensed and not fully certified) and
help strengthen retention efforts.
The Councilfor Exceptional Children’s Mentoring Standards
In 1989, the Council for Exceptional Children (CEC) adopted a set of mentoring
standards that identified a minimum one-year mentorship during the first year of special
education teaching as a best practice recommendation. In 1998, the CEC identified five
key purposes of mentorship programs for special educators:
1. To facilitate the application of knowledge and skills.
2. To convey advanced knowledge and skills.
3. To assist timely acculturation to the school climate.
4. To reduce stress and enhance job satisfaction.
5. To support professional induction (Whitaker, 2001).
In continuation of these efforts in August of 1999, the Mentoring Induction Project (MIP)
was developed by the CEC and funded under Project of National Significance (CFDA
84.325N) for approximately $600,000 over a three-year period. The MIP was designed
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to develop and pilot national mentoring guidelines for beginning special education
teachers (White & Mason, 2001a).
A MIP document, Mentoring Induction Principles and Guidelines (White &
Mason, 2001b), encourages mentoring as best practice and provides guidelines to assist
local school districts in implementing site-based mentoring programs for first-year
special education teachers. Additional technical assistance is available on the website of
the National Clearinghouse for Professions in Special Education (White & Mason,
2001b).
Mentoring programs designed to meet the unique needs of special education
teachers need clear guidelines to ensure the success of beginning special education
teachers. The MIP has been developed based on a review of existing research on
mentoring beginning teachers, input from focus groups consisting of key stakeholders,
input from the Teacher Education Division (TED) and the Council of Special Education
Administrators of the CEC (CASE), and has been pilot tested and refined based on the
recommendations in eight sites.
Specific guidelines for school districts include coordinating a beginning special
educator mentoring program with general mentoring programs that are adequately
planned and funded. A districtwide coordinator position is encouraged as is assigning
mentors only one novice. Additionally, all first-year teachers should participate and
formal teacher evaluation should not be conducted by the mentor. Finally, specific needs
of special educators should be addressed within the mentoring program.
Mentor selection guidelines include mentors should (a) be special educators
nominated by their principals; (b) serve voluntarily with compensation; (c) teach in the
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same school, with the same population and grade level; (d) and have three to five years of
teaching experience. Other recommendations include providing mentor teacher training
prior to the beginning o f the school year along with staff development throughout the
school year. Training topics for mentor teachers should include adult education
principles, effective communication skills, consultation strategies (feedback and support),
classroom observation skills, advising and coaching skills, and problem-solving skills.
Roles and responsibilities of the mentor, mentee, building administrators, and mentoring
program coordinators should be well defined. Inclusion of the building administrator and
district mentoring coordinators speaks to the importance of the mentoring project as
being holistic and team oriented.
By developing quality mentoring programs for special education teachers,
beginning special educators will receive the support needed to experience increased job
satisfaction, effectiveness, better acculturation, and a desire to remain in the field (White
& Mason, 2001a, 2001b).
Federal Legislative Requirements
The No Child Left Behind Act of 2001 (NCLB) (PL 107-110) emphasizes the
importance of holding schools accountable for the academic achievement of students. To
that end, this legislation requires states to develop plans that will ensure that all teachers
are highly qualified by the end of the 2005-2006 school year. This means that by 2005,
all teachers must hold full state certification or licensure and that states will no longer
issue emergency, temporary, or provisional certifications or licenses. All new teachers
leaving teacher preparation programs must also meet highly qualified standards. This
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legislation will likely impact teacher recruitment, induction, and retention programs given
the national shortage of teachers in general and special education in particular.
NCLB also delineated teacher mentoring activities: structured guidance and
regular ongoing support for beginning teachers; activities designed to help teachers
improve their practice o f teaching and instructional skills in an ongoing developmental
induction process; assistance of an exemplary teacher and other appropriate school
personnel or institutes of higher education; coaching, classroom observations, team
teaching, and reduced teaching loads; and the development of partnerships between local
education agencies, institutions of higher education, teacher organizations, or other
agencies.
Inclusion o f mentoring activities in a landmark piece of legislation such as NCLB
underscores the importance of mentoring as part o f induction practices and ongoing
professional development activities. In 1997, only nine states had mandatory induction
policies. By 2002, 33 states mandated induction programs. It is important to note that of
these states only 29 required mentors (NCTAF, 2003). Funding tied to this legislation
should support the development and growth of mentoring programs in every state. By
continued empirical research on mentoring practices, recommendations for best practice
can be enhanced and implemented.
Virginia Mentor Teacher Programs
As early as 1985, the Commonwealth of Virginia enacted programs to support
beginning teachers. The Beginning Teacher Assistance Program (BTAP) originally
served as a support program for teachers beginning their careers. Later the BTAP
became a performance assessment program used to evaluate the competence of beginning
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teachers and was required for licensure. Between 1991 and 1998, clinical faculty
partnerships between local school divisions and institutions of higher education were
established to implement programs that trained teachers as supervisors of student
teachers. In 1996, 31 school divisions piloted mentor teacher programs that supported
more than 2,000 new teachers over a two-year period. As a result o f a task force that
studied the establishment of a statewide mentor teacher program, the General Assembly
appropriated $1.2 million in funding for mentoring and clinical faculty programs for the
1998-2000 biennium. Later, the General Assembly supported this voluntary initiative
with $300,000 in funding (VDOE, 2000). Improving the skills of new teachers and
providing emotional support were the primary goals of these programs in contrast to the
formal evaluation goals of the BTAP (VDOE, 1992).
In 1999, the Education Accountability and Quality Enhancement Act (HB 2710
and SB 1145) was enacted to help support educator productivity and accountability. This
legislation required all local school boards to provide beginning teachers with mentors.
Additionally, mentors are required for experienced teachers who are not performing at
acceptable levels. Local mentor programs must reflect guidelines determined by state
initiatives as outlined in a state technical document, Guidelines for Mentor Teacher
Programs for Beginning and Experienced Teachers (VDOE, 2000). Although the
guidelines gave school divisions latitude in interpreting some features and practices in
mentor teacher programs, many were mandated. Program objectives were specified as
follows: retaining quality teachers; improving beginning teachers’ skills and
performances; supporting teacher morale, communication, and collegiality; building a
sense of professionalism and ensuring positive attitude; facilitating a seamless transition
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from the preservice period to the first year of teaching; putting theory into practice;
preventing teacher isolation; and building self-reflection (VDOE, 2000):
New teachers who are mentored receive higher ratings from their principals,
develop better planning skills, handle discipline problems more effectively,
conduct more productive classroom discussions and remain in classrooms longer
than teachers who are simply left to “sink or swim.” Veteran teachers who serve
as mentors report increased professional revitalization, less isolation, greater
recognition, and a belief that they impact the profession more than teachers who
are not involved in mentoring new professionals, (p. 8)
Although there was one reference to developing linkages with Teacher Technical
Assistance Centers (T/TACs) under the heading of program design, the document
included no mention of the specific needs of students with disabilities or the unique needs
of beginning special education teachers and how to mentor them differently.
Hughes (2002) determined the common features and practices that were present in
mandated mentor teacher programs in Virginia by sending surveys to all of the school
districts’ designated personnel responsible for the mentor programs. The response rate
was 90%. A small sample of officials from school districts were also interviewed to
identify implementation procedures, obstacles to implementation and solutions to
identified obstacles. Findings suggested that the features and practices identified in the
Guidelines were present at some level in most mentor teacher programs. Issues of depth
and level of quality o f the practices, however, were questioned. Data indicated that most
mentors were either appointed or volunteered and that formal standards were present in
the mentor selection process.
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Hughes (2002) found that three of every 10 mentors assisted their mentees
without receiving any training about the purposes of mentoring or mentoring practices.
Additionally, the building administrators held a great deal of authority and responsibility
in program implementation. That is, in the majority of the school divisions, building
administrators selected the mentors, evaluated the programs and the mentors and
mentees. In the interviews, a theme emerged that the success or failure of the mentor
program hinged on the support of the administrators. No programs identified formal
training regarding mentoring practices for administrators nor were times designated for
administrating programs. A final, overall concern raised by Hughes suggested that
current evaluation measures were self-reports by mentors and mentees that did not align
with the stated objectives o f their programs. She recommended portfolio evidence
aligned with program objectives as a way to refine and improve existing programs.
Summary
Quality mentoring programs that provide emotional, instructional, and
administrative assistance offer new special education teachers supports that they need to
be successful in their first year of teaching. Special education poses unique challenges
requiring that beginning special educators develop specific knowledge of special
education (e.g., IEPs, procedural safeguards, due process) as well its role within the
larger milieu o f the school. Whitaker (2000a) found that pairing beginning teachers with
special education mentors was perceived as support even when the mentor was in another
building. The studies and reports cited here indicate that special educators are leaving the
profession at high rates and that students with disabilities are being taught by soaring
numbers of underprepared teachers. Given this bleak forecast, students with disabilities
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are likely to experience year after year of less than adequate instruction. The Sanders and
Rivers (1996) study in Tennessee found that students who had the least effective teachers
for three consecutive years showed academic gains that were 54% lower than students
who had the most effective teachers for three consecutive years.
Students with disabilities need teachers who are qualified and who are effective.
To recruit, to prepare, and to retain these quality teachers will require quality induction
programs that include mentoring practices. Mentoring can provide increased support
that conditionally certified and unqualified special education teachers desperately need to
enable them to teach students with disabilities in promising and effective ways.
Freire (1970), in the Pedagogy o f the Oppressed, described teaching as a
combination of action and reflection, called “praxis.” By developing a relationship with
a mentor, the beginning teacher can receive support, guidance, and opportunities for
reflection in the midst of the actions stemming from the challenges encountered when
beginning a career. Beginning teachers need support from those who have gone before
and have established successful professional careers.
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Chapter 3: Methodology
This study investigated the perceptions of Virginia conditionally licensed special
education teachers (CLTs) regarding mentoring. Self-reported responses to a web-based
survey provided information about the extent to which recommended mentoring activities
occurred and the perceived value of these efforts. The population for the study was 822
CLTs who had completed one year of teaching with assistance from assigned mentors.
Research Questions
The following questions were investigated.
Question 1:

What mentoring activities did Virginia CLTs perceive as most helpful?

Question 2:

How did the frequency of the mentoring activities relate to CLTs’
perceptions of the helpfulness of the mentoring activities?

Question 3:

How did the mentoring process influence the CLTs’ perceptions of their
effectiveness as special educators?

Question 4 :

Did the mentoring process influence the CLTs’ likelihood of remaining in
the field of special education?

Population
The population for this study included all Virginia CLTs who had completed their
first year of teaching with assigned mentors. According to the Virginia Department of
Education (VDOE), during the school year 2002-2003, there were approximately 1,134
CLTs. VDOE provided the researcher with a list of 1,429 CLTs by name and school
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district. Upon removal o f duplicate names (duplications occurred because of multiple
endorsements on many conditional licenses), the number was reduced to 990.
A letter was sent to all directors of special education from THE VDOE technical
assistants assigned to the regions of Virginia to determine the accuracy of names and
employment status of the CLTs on the list. Only six of 132 special education directors
responded. As a result, the researcher made followup telephone calls to directors to
verify teacher status and teaching assignment. Removal of identified participants who
were no longer employed by the school district further reduced the number of CLTs by
168 to 822. Reasons for CLTs departure from school divisions for attrition included
death, termination of employment, call to military service, and relocation. Specific
reasons could not be obtained because school divisions would not always indicate the
reason why individual CLTs had left their respective school divisions.
Finally, CLT school assignments were cross-referenced with the VDOE school
mailing database to develop a database of valid participants in the study. Of the 990
CLTs, the researcher was able to quantify 822 CLTs to participate in the study, as
indicated in Table 1.
Table 1
Composition o f Study Participants
Participant Type

n

%

Valid

822

83.03

Invalid

168

16.97

Total CLTs

990

100.00
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Procedures
The study was conducted in three phases. In Phase One, written permission to use
the Mentor Teacher Activity Evaluation (MTAE) was obtained from the Mentoring
Induction Project (MIP) and the Council for Exceptional Children (CEC) (see Appendix
A). The MTAE portion of the MIP New Teacher Survey (see Appendix B) was
converted to a web-based survey format (see Appendix C). hi addition, seven
demographic questions were included in the introductory portion of the survey to gather
participant information regarding age, gender, race/ethnicity, school setting, classroom
setting, primary eligibility classification of students, and total years of teaching
experience. These questions were adapted from the demographic section of the MIP New
Teacher Survey. The modified teacher survey was not field-tested because no content
alterations were made to the MTAE.
Phase Two consisted of the administration of the survey and data collection. A
letter o f introduction was mailed to participants (see Appendix E), including (a) an
overview of the study, (b) endorsements from the VDOE and the CEC, (c) an explanation
o f human subjects’ protections, (d) instructions for gaining access to the web page to
complete the survey, (e) explanation of financial incentives for participation, and (f)
instructions for obtaining a paper copy of the survey if that response mode was preferred.
Paper surveys were sent with a self-addressed, stamped envelope to all participants who
requested one. Eleven participants requested paper surveys. In the letter sent to the
quantified CLTs, additional information regarding the security of the website and
participants’ confirmation code was delineated.
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A followup letter was mailed to participants who did not access the website
within two weeks o f the initial mailing. This letter repeated the instructions about the
option o f completing a paper copy version of the survey (see Appendix F).
Approximately two weeks after the reminder letter was mailed, a final letter (see
Appendix G) was mailed to the remaining 526 participants who had not responded to the
two previous requests along with a paper survey (see Appendix H) and a self-addressed,
stamped envelope (see Table 2). One school district would not forward the final letter to
their district participants due to their policy regarding research studies. The total
response rate for the survey was 57.05%, as shown in Table 3.
Table 2
Paper Surveys Mailed
n

%

11

2.05

Final Mailing

526

97.95

Total Paper Surveys Mailed

537

100.00

By Request

Table 3
Response Rate for Survey Participants
Survey Completion Method

n

%

Website

310

37.71

Paper

159

19.34

Total Response Rate

469

57.05

Phase Three included collation of the data from all completed surveys. Responses
from the web-based survey and paper surveys entered into the web-based program were
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exported from the MySQL database and imported into a Microsoft Excel spreadsheet,
which was subsequently exported to the Statistical Package for the Social Sciences
(SPSS) 11.5 to perform the statistical analyses. Interpretations were drawn from the
analyses which provided recommendations for further study. Although neither the webbased nor the paper copy surveys elicited comments from participants, 27 comments
were received on returned paper surveys. Comments were coded by themes and are
summarized in Chapter 4.
Instrumentation
The MTAE portion of the New Teacher Survey was developed by the MIP and
pilot-tested over a three-year period in urban and suburban school districts in the
following states: Alabama, Arkansas, Florida, Georgia, Nevada, Ohio, Utah, and
Virginia (White & Mason, 2001a). Survey questions were based on the CEC special
education standards for teachers, the Interstate New Teacher Assessment and Support
Consortium (INTASC) standards, and research on beginning special education teachers
and mentoring programs. In addition, input was received from professional groups (e.g.,
Teacher Education Division of the CEC, The American Association of Colleges of
Teacher Education, Parent Advocacy Coalition for Educational Rights and the American
Federation of Teachers) as well as focus groups of beginning special education teachers
(White & Mason, 2001b).
For each of the 24 MTAE Likert-scaled items, participants were asked to indicate
the frequency (1 = never, 2 = several times per year, 3 = several times per month, 4 =
several times per week, 5 = almost daily) with which various mentoring activities
occurred and the perceived helpfulness (1 = not at all helpful, 2 = not very helpful, 3 =
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somewhat helpful, 4 = very helpful, 5 = extremely helpful) of these efforts. The web-based
survey format provided a pull-down menu o f responses for the 24 questions; participants
chose the appropriate response from the Likert scale menus (see Appendix C). On the
paper copy, participants were asked to circle responses on each of the two Likert scales
for the 24 questions (see Appendix H).
In discussing the methodology of Internet response surveys, Dillman (2000)
addressed issues salient to the design. First, respondents need access to the Internet to
allow for adequate coverage of the target population. Teachers in Virginia schools would
fall under Dillman’s descriptor as “minor coverage problem” because all public schools
in Virginia have access to the Internet. Further, should Internet access be problematic,
participants in the present study had the option to take a paper copy survey. Second,
Dillman raised computer literacy as a potential concern, “Many computer users have
minimal computer skills . . . Internet surveys need to be designed with the less
knowledgeable, low-end computer user in mind” (p. 358). It was anticipated that
teachers asked to complete the survey for this study would have more than minimal
computer skills.
In keeping with Dillman’s recommendations for survey and web design, every
effort was made to ensure the website was accessible and user friendly. Therefore, the
following recommendations were utilized in the design of the web page (a) providing an
option for taking the survey in paper copy format; (b) avoiding wrap around text so that
shorter lines would be more easily read; (c) providing a welcome screen that would be
motivational, emphasize the ease of responding and give clear instructions; (d) providing
respondents with a unique access number or code; (e) presenting each question in a
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conventional format similar to a paper self-administered survey; (f) restraining the use of
color for figure/ground consistency and readability; and (g) using numbers, and
appropriate spacing, larger fonts, and lines to clearly identify questions (see Appendix C).
When conducting research using a web survey, special safeguards must be taken
to ensure the security of the participants’ responses (Dillman, 2000; Schonlau, Flicker, &
Elliott, 2002). The website for this study was designed using Hypertext Mark-Up
Language (HTML) and PHP: Hypertext Preprocessor (PHP). The site was designed to
account for the wide variation o f web browsers that exist to allow maximum accessibility
for participants. PHP provided security for the website and access to the MySQL
database on the main William and Mary secure web server. A secured website allowed
for the encrypting o f information between the participants and the web server in order to
protect confidentiality.
Upon submission of the survey, PHP was used to confirm all responses and
generate error messages, as needed. Error messages alerted participants to unanswered
questions that had to be completed before successfully submitting the survey. When PHP
determined that all questions were answered, responses were stored in the database.
Participants were not allowed re-entry to the website. Following data collection, the
database was exported to Microsoft Excel for use in SPSS 11.5 for the statistical
analyses.
Generalizability
It was anticipated that results from this study could be generalized to beginning
special education teachers who are conditionally or provisionally licensed in Virginia.
By developing a better understanding of mentoring programs and mentor teacher
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activities and practices, teacher educators and program administrators can design
mentoring programs that better meet the perceived needs ofbeginning special education
teachers.
Data Analysis
Data that were collected from the survey questions were evaluated by interpreting
the results o f various statistical analyses. Table 4 lists the statistical analysis used for
each study question.
Table 4
Statistical Procedures Utilized for Study Questions
Study Question
1. What mentoring activities did Virginia CLTs perceive as

Statistical Analysis
descriptive statistics

most helpful?
2. How did the frequency of the mentoring activities relate

Pearson correlation

to the CLTs’ perceptions o f the helpfulness of the

coefficients

mentoring activities?
3. How did the mentoring process influence the CLTs’

linear multiple

perceptions of their effectiveness as special educators?

regression

4. Did the mentoring process influence the CLTs’

linear multiple

likelihood o f remaining in the field of special education?

regression

The researcher analyzed the 24 activity questions for common themes in order to
perform the multiple regression analyses. Five common themes surfaced from the
analysis indicated in the following table:
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Table 5
Themes
Theme

Description

Number

Survey Activity
Questions

1

Emotional Support

1 ,2 ,3 ,4 ,1 1 , 19,22

2

Collaborative Relationships

18,23,24

3

Logistical Issues o f School and SchoolDistrict

8 ,1 2 ,1 4 ,1 5 ,1 7

4

Classroom Organization, Management, and

6, 7, 16, 21

Discipline
5

Instruction and Planning

5,9, 10, 13,20

To determine the validity of the content themes, a logical analysis was performed
by conducting a card sort activity. Independent of the researcher, 10 doctoral students
and 5 university professors sorted the 24 survey activity questions by established content
themes. An agreement analysis by question was performed to ensure validity of the
established themes. The percentage of rater agreement is indicated in Table 6. Questions
that were not sorted via the theme assigned by the researcher were discussed with each
rater to reach agreement o f the activity question by theme.
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Table 6
Agreement Between Researcher and Raters of Activity by Theme
Survey

Survey Activity

Activity

Theme

% of Rater

Assigned

Agreement

Question
1

Having Scheduled Meetings

1

93.33

2

Having Impromptu Meetings

1

93.33

3

Calling to Check In

1

93.33

4

Communication in Writing

1

80.00

5

Classroom Observation & Feedback

5

93.33

6

Organization & Time Management

4

100.00

7

Developing Classroom Discipline Plan

4

100.00

8

Understanding District’s Teacher

3

86.67

Evaluation Process
9

Finding Student Materials & Resources

5

100.00

10

Using a Variety of Teaching Techniques

5

100.00

11

Dealing with Job Stress

1

100.00

12

Understanding Laws & Regulations

3

100.00

5

100.00

3

60.00

Related to Special Education
13

Administration & Interpretation of
Standardized Tests

14

Curriculum Development & Alignment
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Survey

Survey Activity

Activity

Theme %of Rater
Assigned Agreement

Question
15

Learning Policies, Procedures of School

3

93.33

& District
16

Daily Schedule Planning

4

73.33

17

IEP Preparation

3

86.67

18

Working Collaboratively with Parents

2

100.00

19

Providing Emotional Support

1

100.00

20

Developing Daily & Unit Lesson Plans

5

80.00

21

Exposure to Various Behavior

4

100.00

Management Strategies
22

Providing Support & Encouragement

1

100.00

23

Developing Professional Relationships

2

100.00

2

93.33

with Staff Members
24

Developing Professional Relationship
with Principal

Ethical Safeguards
The research proposal specifications were submitted electronically to the Human
Subjects Review Committee as required by The College o f William and Mary for
approval. Approval was received and the study was conducted according to accepted
research practices. Participants were assigned a unique confirmation code in each letter
that was mailed to them at their school address. A program that dynamically generates a
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string from random alphanumeric characters generated the confirmation codes. The
researcher was the sole keeper of the confirmation codes and corresponding participants’
names.
Because confidentiality was ensured, the list of participants, their school
divisions, schools, and confirmation codes are not included in the study. The completion
of the survey was voluntary and the results of the study were shared with VDOE and
participants who requested an executive summary.
Incentives for Participants
A computer program randomly selected a recipient for a $50.00 gift certificate
from Amazon.com after receiving the first 100 completed surveys. At the conclusion of
the study, a recipient was chosen in the same manner for a $200.00 gift certificate from
Amazon.com. Additionally, a third recipient was chosen to receive a free registration to
an annual symposium sponsored by The College of William and Mary.
Resources
Research costs included materials duplication, multiple mailings (i.e., stationery,
return envelopes with postage), incentives for participation (i.e., raffles for two
Amazon.com gift certificates), an honorarium for a web designer, and long-distance
telephone fees. The researcher received a $1,500 research award from the Kappa Delta
Pi Educational Foundation which helped to defray some of the research costs. Written
permission to use the MTAE was obtained from the MEP and CEC. Dr. JoLynne
DeMary, state superintendent for Public Instruction, Mr. Douglas Cox, assistant
superintendent for Special Education and Student Services, and Dr. JoAnne Carver, Dr.
Patricia Burgess, and Ms. Patty Pitts, personnel in the Division of Teacher Licensure at
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VDOE, verbally indicated their willingness to support this study and provided the names
and school divisions of the participants. Mr. Douglas Cox, assistant superintendent for
Special Education and Student Services, co-signed the initial letter sent to participants
(see Appendix E).
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Chapter 4: Results
This study investigated the perceptions of Virginia conditionally licensed special
education teachers (CLTs) regarding mentoring. Self-reported responses to a web-based
survey provided information about the extent to which recommended mentoring activities
occurred and the perceived value of these efforts. This chapter presents the results from
the study. It is organized in the following manner. The first section contains the
demographic information from the survey participants. Seven demographic questions
addressed age, gender, race/ethnicity, school setting, classroom setting, primary
eligibility classification of students, and total years of teaching experience. No
demographic information for statewide comparison for these seven questions was
available from the Virginia Department o f Education. Additional demographic
information regarding the web-based survey is included. The remaining sections are
arranged to correspond with the four research questions presented in Chapter 3.
Demographic Data on Participants
Of the 822 CLTs who were surveyed, 469 responded (see Tables 1 and 3).
Demographic Question 1: What is your age?
The number of participants who responded to this question was 446. There were
23 non-responders. Descriptive statistics are presented in Table 7. The ages of CLTs
spanned from the youngest, who was 22 years of age, to the oldest, who was 64 years of
age. The mean age of the participants was 37.07 years. The standard deviation was
10.19 years.
41
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Table 7
Age
n
"446

min
22

max
64

M

SD

Non-Responders

37.07

10.19

23

Demographic Question 2: What is your gender?
The number o f participants who responded to this question was 459. There were
10 non-responders. Descriptive statistics are presented in Table 8.Approximately 75%
of the participants were female (n - 344 or 74.35%).
Table 8
Gender

_

__

Female

344 74.35

Male

115 24.52

Non-Responders

10

2.13

Demographic Question 3: What is your race/ethnicity?
The number of participants who responded to this question was 449, with 20 non
responders. Descriptive statistics are presented in Table 9. The largest number of
participants were White (Non-Hispanic) (n = 334 or 71.22%). The second largest group
were African American ( n - 105 or 22.39%) and there were six Hispanic participants (n
= 6 or 1.28%). Three participants indicated Asian or Pacific Islander (n = 3 or .64%), and
one participant marked American Indian or Alaskan Native (n = 1 or .21%).
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Table 9
Race/Ethnicity
n

%

White (Non-Hispanic)

334 71.22

African American

105 22.39

Hispanic

6

1.28

Asian or Pacific Islander

3

0.64

American Indian or Alaskan Native

1

0.21

20

4.26

Non-Responders

Demographic Question 4: What is your school setting?
A total o f 453 participants responded to this question, with 16 non-responders.
Descriptive statistics are presented in Table 10. The largest number o f participants noted
they taught in elementary schools (n = 171 or 36.46%), followed by participants who
taught in high schools (n = 151 or 32.30%). The third largest group of participants taught
in middle schools (n = 111 or 23.67%), whereas the smallest group were in preschool
settings (n = 20 or 4.26%).
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Table 10
School Setting
n

%

Elementary School

171

36.46

High School

151

32.30

Middle School

111 23.67

Pre-school

20

4.26

Non-responders

16

3.41

Demographic Question 5: What is your classroom setting?
The number of participants who responded to this question was 453, with 16 non
responders. Descriptive statistics are presented in Table 11. The largest number of
participants taught in self-contained settings (n = 254 or 54.16%), followed by resource
settings (n = 91 or 19.40%). The number of participants teaching in collaborative settings
(« = 57 or 12.15%) was comparable to the percentage of those teaching in full inclusion
settings (n = 45 or 9.59%). Finally, participants who taught in itinerant settings
comprised the smallest group (n = 6 or 1.28%).
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Table 11
Classroom Setting
n

%

254

54.16

Resource

91

19.40

Collaborative

57

12.15

Full Inclusion

45

9.59

6

1.28

16

3.41

Self-Contained

Itinerant
Non-responders

Demographic Question 6: What is the primary eligibility classification o f the
students you teach?
Question 6 addressed the primary eligibility classification o f the students
participants taught in their respective settings. Descriptive statistics are presented in
Table 12. The number of participants who responded to this question was 457. There
were three non-responders.
The largest eligibility classification represented was specific learning disability (n
= 238 or 50.75%). The second largest was emotional disturbance (n = 64 or 13.65%),
followed by mental retardation (n = 52 or 11.09%) and students with developmental
delay were the next largest group (n = 41 or 8.74%). The number of participants who
taught students with autism (n - 23 or 4.90%) and students with multiple disabilities (n =
22 or 4.69%) were comparable. Participants who taught students with other health
impairments (n = 8 or 1.71%), visual impairments including blindness (n = 4 or 0.85%),
hearing impairments (n = 3 or 0.64%), speech/language impairment (n = 1 or 0.21%) and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

46
traumatic brain injury (n = 1 or 0.21%) were small in number and comprised the
remainder o f the responders. No participants indicated that they taught students whose
primary eligibility classification was deaf and blind or orthopedic impairment.
Table 12
Primary Eligibility Classification
n

%

238

50.75

Emotional Disturbance

64

13.65

Mental Retardation

52

11.09

Developmental Delay

41

8.74

Autism

23

4.90

Multiple Disabilities

22

4.69

Other Health Impairments

8

1.71

Visual Impairment, including Blindness

4

0.85

Hearing Impairment

3

0.64

Speech/Language Impairment

1

0.21

Traumatic Brain Injury

1

0.21

Deaf and Blind

-

-

Orthopedic Impairment

-

-

Non-Responders

3

0.64

Specific Learning Disability
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Demographic Question 7: How many total years have you been teaching
(including the current 2002-2003 school year)?
CLTs in this study were beginning teachers in special education who had taught
for one year. This question asked for total years of teaching to determine if any of the
CLTs had had previous teaching experience as general educators. The number of
participants who responded to this survey question was 464, with 5 non-responders.
Descriptive statistics are presented in Table 13. The largest number of participants, a
little more than half, reported that they had taught for zero to two years (n = 266 or
56.72%). The second largest group reported that they had taught from three to five years
(n = 125 or 26.65%). Finally, teachers who had taught for six to 10 years (n = 41 or
8.74%) and teachers who had taught for 11 or more years (n = 32 or 6.82%) comprised
the smallest groups represented.
Table 13
Total Years Teaching
-

_

_

0^2

266 56.72

3-5

125 26.65

6-10

41

8.74

11 or more

32

6.82

5

1.07

Non-Responders

Demographic Data Regarding Web-Based Survey
The response rate o f participants submitting the web-based survey on a computer
using the Microsoft Windows platform was 88.39%. Participants using Macintosh
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computers had a response rate of 11.61%, as shown in Table 14.
Table 14
Website Response Rate by Platform and Operating System
n

%

Windows
158

50.97

2000

49

15.81

XP

43

13.87

95

24

7.74

274

88.39

98

Total

Macintosh
Power PC

36

11.61

Total

36

11.61

Table 15 shows the platforms and browsers used by participants who submitted
the web-based survey. Participants who submitted the web-based survey using the
Microsoft Windows platform with the Microsoft Internet Explorer browser was 76.13%.
Netscape Navigator for Microsoft Windows was used by 12.26% of the participants, and
Microsoft Internet Explorer and Netscape Navigator for Macintosh were used by 4.52%
and 7.10% of the participants, respectively.
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Table 15
Website Response Rate by Platform and Internet Browser
n
Windows
Microsoft Internet Explorer
Version
6.x
5.x
4.x
Total
Netscape Navigator
Version
4.x
6.x
7.x
Total
Macintosh
Microsoft Internet Explorer
Version
5.x
4.x
Total
Netscape Navigator
Version
4.x
Total

%

136
99
1
236

43.87
31.94
0.32
76.13

34
2
2
38

10.97
0.65
0.65
12.26

11
3
14

3.55
0.97
4.52

22
22

7.10
7.10

As shown in Table 16, participants, on average spent 8.63 minutes completing the
web-based survey. The least amount of time spent completing the survey was 2.53
minutes and the greatest was 39.25 minutes. Due to the wide range and high standard
deviations, the amount of time spent completing the survey is highly skewed; therefore,
the mean is not a good measure of central tendency. The median is 7.16 minutes.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

50
Table 16
Website Survey Completion Time (in Minutes)
n

min

max

M

Median

SD

309*

2.53

39.25

8.63

7.16

4.81

Note. One survey did not contain the amount o f time
it took to complete due to technical difficulty on the
part o f the participant.

Analysis o f Study Questions
Study Question 1: What mentoring activities did Virginia CLTs perceive as most
helpful?
In determining the mentoring activities that were perceived to be most helpful by
participating CLTs, the 24 survey activity questions were analyzed to gain means and
standard deviations. Results are listed in Table 17 by descending order of helpfulness
with the highest mean reported first. The range of means was maxM = 3.62 to minM=
2.67. The low standard deviations indicated that responses to the 24 survey activity
questions were centralized around their respective means. The majority of the activities
fell within the somewhat very helpful to very helpful range, indicating that the CLTs
perceived the mentoring activities in which they participated to be helpful. The top five
survey activities were: the mentor providing support and encouragement, learning to
prepare and write IEPs, assistance with finding student materials and resources, mentor
providing emotional support when discouraged or frustrated, and having impromptu
meetings. Three o f these activities were found in Theme I, Emotional Support.
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Table 17
Mentoring Activities Perceived as Being Most Helpful
Activity Question

n

M

SD

Theme

22

432

3.62

1.27

1

17

410

3.58

1.32

3

9

419

3.53

1.23

5

19

410

3.50

1.33

1

2

435

3.49

1.19

1

1

421

3.41

1.20

1

12

407

3.39

1.30

3

11

396

3.32

1.39

1

15

388

3.24

1.26

3

10

396

3.17

1.29

5

23

375

3.16

1.31

2

18

358

3.08

1.46

2

21

380

3.06

1.34

4

13

344

3.01

1.43

5

4

371

3.00

1.29

1

14

363

2.98

1.44

3

5

374

2.95

1.42

5

24

331

2.93

1.49

2

6

365

2.85

1.49

4

8

352

2.84

1.38

3
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Activity Question

n

M

SD

Theme

3

335

2.83

1.45

1

7

343

2.74

1.44

4

16

337

2.72

1.42

4

20

329

2.67

1.46

5

In Table 18, results are reported by theme in descending order of helpfulness with
the most helpful given first. The activity with the highest absolute response for Theme 1,
Emotional Support, was the mentor providing support and encouragement. For Theme 2,
Collaborative Relationships, the activity with the highest absolute response was
developing professional relationships with school and district staff. For Theme 3,
Logistical Issues o f School and School District, the activity with the highest absolute
response was learning to prepare and write IEPs. The activity with the highest absolute
response for Theme 4, Classroom Organization, Management, and Discipline, was
exposure to a variety of behavior management strategies. Finally, for Theme 5,
Instruction and Planning, the activity with the highest absolute response was assistance in
finding student materials and resources.
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Table 18
Mentoring Activities Perceived as Being Most Helpful Grouped by Theme
Theme
1

2

3

4

5

Activity Question

n

M

SD

22

432

3.62

1.27

19

410

3.50

1.33

2

435

3.49

1.19

1

421

3.41

1.20

11

396

3.32

1.39

4

371

3.00

1.29

3

335

2.83

1.45

23

375

3.16

1.31

18

358

3.08

1.46

24

331

2.93

1.49

17

410

3.58

1.32

12

407

3.39

1.30

15

388

3.24

1.26

14

363

2.98

1.44

8

352

2.84

1.38

21

380

3.06

1.34

6

365

2.85

1.49

7

343

2.74

1.44

16

337

2.72

1.42

9

419

3.53

1.23
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Theme

Activity Question

n

M

SD

10

396

3.17

1.29

13

344

3.01

1.43

5

374

2.95

1.42

20

329

2.67

1.46

Study Question 2: How did the frequency o f the mentoring activities relate to the
CLTs ’perceptions o f the helpfulness o f the mentoring activities?
In this question, five bivariate correlations were performed to determine the
degree o f relationship between perceived frequency and helpfulness among the
established themes. The correlations between frequency and helpfulness are provided in
Table 19. As illustrated, all five correlations were found to be statistically significant in a
positive direction, p < .01 (2-tailed). The highest correlation was found in Theme 1,
Emotional Support, with r - .80.
Table 19
Correlation Between Frequency and Helpfulness by Theme
Theme

r*

n

%

1

.80

447

95.31

4

.72

412

87.85

5

.69

439

93.60

2

.68

414

88.27

3

.65

439

93.60

* p < .01 (2-tailed) for all r.
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Study Question 3: How did the mentoring process influence the CLTs ’
perceptions o f their effectiveness as special educators?
Question 25 asked the participants to indicate their feelings regarding their
effectiveness as special education teachers as a result of the mentoring they had received.
Two linear multiple regression analyses were performed to predict how CLTs perceived
their teacher effectiveness with regard to the frequency and helpfulness of mentoring
activities by theme. The stepwise method was used to enter the variables into the
regression equation. This method will remove variables from the equation when they
lose predictive validity from other variables entering the equation (George & Mallery,
2001 ).

As shown in Table 20,49% of the variance of the perceived effectiveness may be
accounted for by Theme 1, Emotional Support, and Theme 3, Logistical Issues of School
and School District. Of these two independent variables, Theme 1 played the larger role
in predicting perceived effectiveness (pTheme i - -.56, Pxheme 3 = -.17).
Table 20
Summary Regression Analysis for Variables Predicting CLTs ’ Perceived Effectiveness
Based on Perceived Frequency o f Mentoring Activities
B

SEB

P

R

R2

Emotional Support

-.59

.06

-.56

.69

.48

Logistical Issues o f School and School District

-.21

.07

-.17

.10

.01

.79

.49

Independent Variable

Total

As illustrated in Table 21, 66% of the variance of the perceived effectiveness may
be accounted for by independent variables Theme 1, Emotional Support, and Theme 3,
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Logistical Issues o f School and School District. Of these two independent variables,
Theme 1 played the larger role in predicting perceived effectiveness (pTheme 1 - -.58,
pTheme 3 —

”.25).

Table 21
Summary Regression Analysis for Variables Predicting CLTs ’ Perceived Effectiveness
Based on Perceived Helpfulness o f Mentoring Activities
B

SEB

P

R

R2

Emotional Support

-.53

.06

-.58

.80

.64

Logistical Issues o f School and School District

-.22

.06

-.25

.14

.02

.94

.66

Independent Variable

Total

Study Question 4: Did the mentoring process influence the CLTs ’ likelihood of
remaining in the field o f special education?
As shown in Table 22,41% of the variance of the perceived retention may be
accounted for by independent variables Theme 1, Emotional Support, and Theme 3,
Logistical Issues o f School and School District. Of these two independent variables,
Theme 1 played the larger role in predicting perceived retention (Prheme i = -.49, Pi-heme 3 =
-.17).
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Table 22
Summary Regression Analysis for Variables Predicting CLTs ’ Perceived Retention Based
on Perceived Frequency o f Mentoring Activities
B

SEB

0

R

R2

Emotional Support

-.51

.07

-.49

.62

.39

Logistical Issues of School and School District

-.21

.08

-.17

.14

.02

.76

.41

Independent Variable

Total

As seen in Table 23, 51% of the variance of the perceived retention may be
accounted for by independent variables Theme 1, Emotional Support, and Theme 2,
Collaborative Relationships. Of these two independent variables, Theme 1 played the
larger role in predicting perceived retention (pxheme i = -.52, Pxheme 3 = -.22).
Table 23
Summary Regression Analysis for Variables Predicting CLTs ’ Perceived Retention Based
on Perceived Helpfulness of Mentoring Activities
Independent Variable

B

SEB

0

R

R2

Emotional Support

-.47

.06

-.52

.70

.49

Collaborative Relationships

-.18

.05

-.22

.14

.02

.81

.51

Total
Qualitative Comments from Paper Surveys

Obtaining qualitative data was not a part of the study design. However, 27
participants who took the survey on paper wrote comments on the returned surveys.
Comments have been summarized by category and themes that emerged from the written
comments. The comments fell into two categories: positive (see Table 24) or negative
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comments (see Table 25). Of the 27 comments, four contained positive statements about
the mentoring process; the remaining 23 were negative. The theme for these four
comments reflected that the mentoring process was seen as beneficial.
Table 24
Positive Comments by Theme: Mentoring Process Beneficial
School
Setting
Middle

Classroom
Setting
Full Inclusion

Middle

SelfContained

High

Full Inclusion

High

Resource

Students

Comment

Specific
Learning
Disability
Emotional
Disturbance

I believe the mentoring program is a must.

Specific
Learning
Disability
Specific
Learning
Disability

It all depends on the quality of the mentor-Mine
was outstanding and not paid! She spent many
Thursdays after school with me. I was
somewhat set on not staying in the field prior to
this year. She made the year more manageable.
I highly recommend committed mentors for new
teachers.
My mentor gave emotional support and some
technical support.
The only mentor I had was assigned by the
principal and was extremely helpful.

The remaining 23 statements reflected negative comments regarding the
mentoring experience. The themes that emerged included: not being mentored (10),
mentoring not beneficial (7), mentor not matched effectively with CLT (6), and the
mentor not receiving support from their school district to be an effective mentor (5).
Some comments contained more than one theme.
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' Table 25
Negative Comments by Themes
Students

Comment

Elementary Resource

Specific
Learning
Disability

I was not mentored.

Not
Beneficial

Middle

Emotional
Disturbance

The mentor program
was short lived.

Not
Mentored

Elementary Collaborative

Specific
Learning
Disability

I did not have a
mentoring teacher.

Not
Beneficial

Middle

I am going to remain in
the field but not as a
result of my mentoring
experience.
Developmental I did not receive a
mentor until partway
Delay
through my first year.
She worked at another
school, so it was quite
inconvenient. We met 3
times. I have already
resigned. This district
provided no training or
support.
Specific
I am sorry but I am not
Learning
even sure who my
mentor was.
Disability

Theme

School
Setting

Not
Mentored

Classroom
Setting

SelfContained

SelfContained

Not
Elementary Full
Beneficial;
Inclusion
Mentor/CLT
Not
Matched;
Mentor Not
Receiving
Support
from School
District
Not
High
Collaborative
Mentored

Not
Mentored

High

SelfContained

Specific
Learning
Disability

Emotional
Disturbance

I have had no
mentoring!
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Theme

School
Setting

Classroom
Setting

Not
Mentored

Mentor/CLT Middle
Not
Matched

Collaborative

Not
Beneficial

Middle

Resource

Not
Beneficial

Middle

Resource

Not
Beneficial;
Mentor Not
Receiving
Support
from School
District

Not
Mentored

Elementary Resource

Students

Comment

I am not being
mentored. Although I
asked for a mentor, I
was told I could not
have one.
In all fairness to the
Specific
Learning
mentor, I am a sp.ed.
Disability
teacher and she was a
regular ed teacher; she
let me know she was my
mentor and pretty much
left it up to me to contact
her. She is an
outstanding teacher but I
am not sure that she is
knowledgeable about
special education.
I was a teacher with
Emotional
Disturbance
experience so many of
the management
techniques and lesson
plans were not needed.
Specific
I am no longer in special
Learning
education. I chose to
Disability
take a position that did
not require me to
complete a sp.ed. core.
The mentor I had did
very little to help me
succeed. The mentor
that was assigned to me
was very busy with other
things and did not have
the time to deal with
most of the problems
that I had.
Developmental I didn’t have a mentor.
Delay
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Theme

School
Setting

Classroom
Setting

Mentor/CLT Elementary Resource
Not
Matched

Students

Comment

Specific
Learning
Disability

My mentor was the
guidance counselor, not
someone in the special
education program.
My mentor was a new
department head at the
same time I came on
staff. It was very hard
for her to help me
because she was
learning also.
My mentor was located
in a different building.

Collaborative

Specific
Learning
Disability

Full
Inclusion

Other Health
Impairments

Full
Inclusion

Development
Delay

We do not have a
mentoring program at
my school.

Specific
Learning
Disability

I do not have a mentor.

Mentor/CLT Elementary SelfNot
Contained
Matched

Emotional
Disturbance

I didn’t have a mentor
that was in a selfcontained ED classroom.

Mentor/CLT Elementary SelfNot
Contained
Matched

Autism

Just as an FYI, my
mentor was the school
counselor. She didn’t
really know anything
about my job.

Mentor Not
Receiving
Support
from School
District

High

Mentor/CLT Middle
Not
Matched;
Mentor Not
Receiving
Support
from School
District
Elementary
Not
Mentored

Not
Mentored

Elementary SelfContained
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Theme

School
Setting

Classroom
Setting

Students

Comment

Not
Beneficial;
Mentor Not
Receiving
Support
from School
District

Middle

SelfContained

Emotional
Disturbance

Not
Mentored

Middle

Resource

Multiple
Disabilities

Not
Mentored

Middle

SelfContained

Mental
Retardation

My mentor was not
helpful at all
(unfortunately). If I had
someone experienced at
“mentoring” I’m sure
my experience would
have been more
positive!!
The last week of school
I was given a name to
put down as mentor for
the license application. I
was not mentored.
I did not have a mentor.

Summary
Through the use o f descriptive statistics, correlations, and multiple regression
analyses, data from the Mentor Teacher Activity Survey were examined to determine the
activities that CLTs found to be most helpful, the relationship between the frequency and
the helpfulness of the activities, the influence that mentoring had on the CLTs’ perception
o f their effectiveness as teachers, and the influence that mentoring had on their decision
to remain in the field of special education. Demographic data on participants were
reported, and finally all o f the obtained qualitative comments were examined and
summarized.
Significant findings showed that the CLTs felt that most mentoring activities were
somewhat very helpful to very helpful, the most helpful activity was mentor support and
encouragement. When analyzed by theme, all activities were found to have a statistically
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significant positive correlations between frequency and helpfulness, with the highest
correlation in Emotional Support. In predicting the perceived CLTs effectiveness as a
result o f mentoring, the themes of Emotional Support and Logistical Issues of School and
School District had the greatest influences. In predicting perceived CLTs retention as a
result o f mentoring, the themes of Emotional Support and Collaborative Relationships
had the greatest influence. The findings, implications for special education, and
recommendations for further research will be discussed in the following chapter.
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Chapter 5: Discussion of Findings
Growing concerns about the high attrition among novice teachers, large numbers
of new teachers entering the workforce with limited support, retirement projections,
teacher shortages, rising student enrollments, and accountability demands are influencing
the growth of induction programs across the country that include mentoring (Breaux &
Wong, 2003). Policymakers and educational leaders in this era of educational reform and
accountability are seeking empirically supported solutions that will alleviate these
aforementioned concerns (Portner, 1998). Despite decades of mentoring and enthusiastic
support for the process by educational leaders, little research has examined the context
and content o f mentoring practices (Feiman-Nemser, 1996). Even less research has been
conducted on teacher mentoring as an induction practice. Induction programs are
designed to provide an organized process for beginning teachers to receive orientation,
training, and multiple forms of support in the beginning years of a teaching career.
Mentoring is one component of the induction process (Breaux & Wong, 2003).
Mentoring beginning special educators effectively is an area of emergent research that is
critically needed. Given the crisis in teacher supply and teacher retention, the value of
mentoring, and the emergence of an under-qualified and poorly prepared special
education workforce, there is a clear need for rigorous empirical research in this area.
This study investigated perceptions of Virginia conditionally licensed special
education teachers (CLTs) toward state mandated mentoring practices. Self-reported
responses to a web-based survey provided information regarding the extent to which
64
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recommended mentoring activities occurred and the perceived value of these efforts.
Additionally, perceived influences mentoring had on the participants’ self-assessment of
teaching effectiveness, and likelihood of remaining in the field was examined.
Information from this study provides insights regarding the process of mentoring
beginning special educators in Virginia.
Findings and Conclusions
Four questions were examined by the researcher. First, what mentoring activities
did Virginia CLTs perceive as most helpful? Second, how did the frequency of the
mentoring activities relate to the CLTs ’perceptions of the helpfulness of the mentoring
activities? Third, how did the mentoring process influence the CLTs 'perceptions o f their
effectiveness as special educators? Finally, did the mentoring process influence the
CLTs ’ likelihood o f remaining in the field o f special education?
Results indicated that most of the 24 mentoring activities the participants rated
were somewhat very helpful to very helpful. The activity that received the highest
absolute rating was mentors providing support and encouragement. The five survey
activities receiving the highest absolute rating were: (a) the mentor providing support and
encouragement, (b) learning to prepare and write lEPs, (c) assistance in finding student
materials and resources, (d) mentor providing emotional support when the novice teacher
was discouraged or frustrated, and (e) having impromptu meetings. These results are
consistent with findings by Odell and Ferraro (1992), whose study participants rated
emotional support from mentors as being most highly valued and help with instructional
strategies and resources as next in value. Further, Whitaker (1999) found that emotional
support, assistance with obtaining materials and resources, and information about special
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education to be the most effective forms of support that mentors gave their novices, with
emotional support having the greatest effect. A case study of a first-year special
education teacher indicated that the mentor provided support in IEP development. The
novice who received multiple forms of support from the school district viewed mentoring
as the essential support (Boyer & Lee, 2001).
The 24 activities were examined and five themes emerged. These themes
included: (a) emotional support, (b) collaborative relationships, (c) logistical issues of
school and school district, (d) classroom organization, management, and discipline and
(e) instruction and planning. The most important activities were identified for each
theme. In analyzing the 24 activities by themes, the most important activity for Theme 1,
Emotional Support, was the mentor providing support and encouragement, which is
consistent with existing research (Boyer & Lee, 2001). For Theme 2, Collaborative
Relationships, the most important activity was developing professional relationships with
school and district staff. This analysis of Theme 2 is consistent with Gersten and
colleagues (2001), who found that special educators benefited from having substantive
conversations with administrators and fellow teachers in their school. For Theme 3,
Logistical Issues o f School and School District, the most important activity was learning
to prepare and write IEPs, a finding that is also supported by the literature (Boyer & Lee,
2001; Whitaker, 1999). Further, the most important activity for Theme 4, Classroom
Organization, Management, and Discipline, was exposure to a variety o f behavior
management strategies. Finally, the most important activity for Theme 5, Instruction and
Planning, was assistance in finding student materials and resources. Boyer (1999a) found
that new special educators wanted assistance with planning instruction and adapting
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curriculum, understanding policies and procedures in special education, and classroom
behavior management.
Five Pearson correlation coefficients were computed to determine if a significant
relationship existed between the frequency and the helpfulness of activities by themes.
These correlations have to be considered in light of the multiple regressions due to
overlapping variance among themes. All five correlation coefficients were found to be
statistically significant in a positive direction, with the highest correlation found in
Theme 1, Emotional Support (see Table 18) (e.g., scheduled meetings, impromptu
meetings, calling to check in, communicating in writing, dealing with job stress and
providing support and encouragement). Whitaker (2000b) also found a significant
positive correlation between the frequency of contact and perceived effectiveness of
mentoring when the mentor had contact with the novice on at least a weekly basis.
In predicting the perceived effectiveness of CLTs as a result of mentoring, two
multiple regression analyses were conducted, by frequency and by helpfulness. The
analysis by frequency showed that Theme 1, Emotional Support, and Theme 3, Logistical
Issues o f School and School District, were the only two themes that explained the
variance between the variables. This means that the more time CLTs spent with the
mentor on a Theme 1 and/or a Theme 3 activity, the more effective they felt themselves
to be and vice versa. Additionally, the more help CLTs felt they received from the
mentor on a Theme 1 and/or a Theme 3 activity, the more effective they felt themselves
to be and vice versa. Overall, the stronger predictor in perceived CLT teacher
effectiveness was perceived helpfulness

( R 2Heipfuiness - . 6 6 , R 2Frequency = - 4 9 )

Theme 1 and Theme 3 mentoring activities.
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These findings are in keeping with a study done by Whitaker (1999) of inductionyear teachers in South Carolina. That is, emotional support, materials/resources, system
information for school/district, and system information for special education accounted
for 77% of the variance in the South Carolina teachers’ perceptions of the overall
effectiveness of their mentor program; they rated emotional support provided by their
mentors to be the most effective support.
The final question in this study dealt with predicting the influence that mentoring
efforts had on the CLTs’ perceived likelihood of remaining in the field o f special
education. Two multiple regression analyses were conducted, for frequency and
helpfulness. For frequency, Theme 1, Emotional Support, and Theme 3, Logistical Issues
of School and School District, were the only significant predictors o f perceived retention
likelihood. Of these two independent variables, Theme 1 played the larger role. For
helpfulness, independent variables Theme 1, Emotional Support, and Theme 2,
Collaborative Relationships, had the greatest influence in predicting perceived retention.
Of these two independent variables, again, Theme 1 played the larger role in predicting
perceived retention. Overall, the stronger predictor in perceived CLT retention was
perceived helpfulness with regard to Theme 1 and Theme 2 mentoring activities
(R2Helpfulness

.51, R

Frequency

= .41). These findings are consistent with the most recent

report by the National Commission on Teaching and America’s Future (NCTAF; 2003),
suggesting that schools are not experiencing teacher shortages, but significant teacher
retention problems. Miller and colleagues (1999), in a large scale study of teachers in
Florida found that lower levels of colleague support were associated with attrition
whereas, higher levels of support were associated with remaining in special education.
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Whitaker (2000a) found that the perceived effectiveness of mentoring was related to job
satisfaction and a beginning teacher’s intent to stay in special education.
In summary, the four research questions in this study add strength to the emerging
body o f research on mentoring of beginning special education teachers. Theme 1,
Emotional Support, and the seven mentoring activities within this theme are of particular
importance as shown by the high R2 values in the multiple-regression analyses. Further
support is shown in the high positive correlations between all five themes with regard to
frequency and helpfulness. More needs to be known about how mentoring works best to
design programs to meet the needs of beginning special educators.
Limitations o f the Study
This study used a population drawn from one state and data gathered through selfreports of the perceptions of the teachers who had one year of teaching experience as
special educators. Sampling similar populations from multiple states would make the
results more generalizable with regard to beginning special educators. Another limitation
was the lack of a qualitative component within the survey instrument. Participant
comments were not solicited but were obtained because respondents chose to complete a
paper copy of the survey and included handwritten comments. Twenty seven qualitative
comments were summarized and analyzed (see Tables 24 and 25). Of particular interest
was the number o f comments that indicated no mentoring had occurred. Given these
comments further investigation is needed.
Finally, in designing the web-based survey, assumptions were made regarding
participants’ ability with computer technology. It was assumed that CLTs would have
more than minimal computer skills and would respond more readily to a web-based
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format versus a traditional paper copy. No knowledge of participants’ web browsers or
operating systems was available. The response rate for the web-based survey (37.71%)
was higher than for the traditional paper copy (19.34%). The investigator received 16
phone calls and 10 e-mails indicating however, that participants had difficulty accessing
the website. In communicating via telephone and by return e-mail, with these
participants, many were failing to enter the tilde (~) character that was part of the website
address. It became apparent that most were unfamiliar with this character on their
keyboards. This lack o f technical knowledge should be considered in designing webbased surveys for similar populations as well as the demographic information about the
web browsers and platforms that were used by the participants (see Table 15).
Implications for Practice
This study investigated a population of Virginia CLTs. Since 1985, this state has
historically supported mentoring and has mandated that first-year teachers be mentored.
District mentor programs must reflect guidelines determined by state initiatives, as
outlined in a state technical document, Guidelines for Mentor Teacher Programs for
Beginning and Experienced Teachers (VDOE, 2000). Although the guidelines afford
school districts latitude in interpreting some features and practices in mentoring
programs, many were mandated. Additionally, special education teachers with
conditional licenses are required to have an assigned mentor who is a licensed special
educator. The mentor’s name and social security number is included on the CLTs license
(P. Burgess, personal communication, November 19, 2002).
It is of concern that the system o f accountability to ensure that CLTs have been
assigned a mentor by their school division may have flaws that allow CLTs not to be
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properly mentored. In analyzing the unsolicited comments written on the paper copy
surveys, 10 CLTs indicated that they had not been mentored and six noted their mentors
were not matched appropriately by license or teaching assignment (see Table 25). These
comments suggest that school districts are not complying with state mandates. Therefore,
accountability measures should be incorporated when designing and evaluating teacher
mentoring programs in Virginia and nationwide.
Another area of concern surfaced from analysis of demographic data regarding
the CLTs’ classroom setting and the student disability classification summarized in Table
26. As shown, the largest percentages of CLTs are teaching in self-contained settings.
When special educators with the most limited qualifications are teaching students with
significant disabilities in the most restrictive settings, one has to question the impact that
this will have on the educational opportunities of these learners. Thus, it is likely that
many o f these students may receive less than adequate instruction. The Sanders and
Rivers (1996) study in Tennessee found that students who had the least effective teachers
for three consecutive years had academic gains that were 54% lower than those who had
the most effective teachers for three consecutive years. If large numbers of beginning
special educators are teaching in more challenging situations, mentoring programs must
address their professional needs with more intensively and sustained mentoring supports.
Better decision making regarding beginning teacher assignments is needed. Mentoring
cannot be viewed as a sole effort to correct this current practice. This study provides
insights regarding which activities should receive greater emphasis when designing
mentoring programs. Results can be used to refine and improve mentoring programs in
Virginia as well as in other states.
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Table 26
Primary Eligibility Classifications Grouped by Classroom Setting
n
Specific
Learning
Disability
Mental
Retardation
Autism
Other Health
Impairments
Traumatic Brain
Injury
Hearing
Impairment
Orthopedic
Impairment
Developmental
Delay
Emotional
Disturbance
Multiple
Disabilities
Speech/Language
Impairment
Deaf and Blind
Visual
Impairment
including
Blindness

Resource

Itinerant

Collaborative

SelfContained

Full
Inclusion

69

2

46

88

29

-

3

46

1

1

1

-

21

-

1

-

-

4

3

-

-

-

1

-

-

1

-

1

1

-

-

-

-

-

7

-

3

24

6

8

-

3

51

1

3

-

1

15

3

-

-

-

1

-

-

-

-

-

-

1

1

-

2

-

2

Finally, findings are consistent with CEC’s Mentoring Standards and the
Mentoring Induction Principles and Guidelines. These standards and guidelines are
research based and provide recommendations that can be incorporated into existing
programs and could improve mentoring for beginning special educators.
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Recommendations for Further Research
The No Child Left Behind Act o f2001 (NCLB) (PL 107-110), recognizes the
importance o f mentoring as part of induction practices and ongoing professional
development activities. Given the limited amount of research that exists, additional work
is needed on mentoring practices and how these practices influence beginning special
educators’ self-assessed effectiveness as teachers and their desire to remain in the field of
education. The importance of providing special education teachers emotional support is
supported by this investigation as well as other studies in the literature. How we define
and assess emotional support is an area that should be explored. Additional research on
how mentors interact and develop relationships with their mentees is vital in developing a
deeper understanding o f the importance of emotional support. Accountability measures
and evaluative tools should be designed to ensure that mentoring programs are meeting
the prescribed goals of mentoring programs. The existence of mandated programs does
not guarantee that new educators are receiving the support and assistance they need.
Given what is known about how mentoring works best should be incorporated into these
efforts.
Electronic mentoring (E-Mentoring) is a new form of mentoring that has promise
for providing mentoring via computer websites for beginning teachers. Novice teachers
can log on to a website and seek information and short-term solutions to problems as they
arise in their classrooms (Breaux & Wong, 2003). Further research is needed on ementoring to determine whether or not this form of mentoring has lasting influence
beyond the limited scope of its design. Providing E-mentoring as a resource for special
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educators in rural settings where there are not other special educators close enough to
provide face to face support should also be examined.
Finally, how special education mentor teachers are selected and trained is an
additional area that should be explored. Special education teachers whose students are
having the greatest successes should be recruited and trained to be mentors. Additionally
university and school district partnerships could offer the opportunity for novice teachers
to be mentored in pre-service teaching assignments by these teachers and provide
professional development opportunities that could be transitioned to first year mentoring
programs.
Conclusion
Students with disabilities need highly qualified teachers who can provide effective
classroom instruction. Given current problems attracting and keeping qualified special
educators, it is critically important that we study induction practices like mentoring to
ensure that we train, nurture, and retain the most competent teachers we have for students
with disabilities. If we expect students to achieve high standards then we in turn must
have well prepared, highly trained, professional, reflective teachers for these students.
This study adds important findings to the existing body of knowledge on mentoring
beginning special educators.
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Appendix A
Mentoring Induction Project Permission Letter

Dr. Marlene White
147 Westgate Drive
Lexington, KY 40504
859-455-7485
marlenewhite@mail.com

January 10, 2003

Dear Alice Giacobbe,
It has been such a treat and privilege to get to know you and learn about your interest in
working to support early career special education teachers, especially your interest in
mentoring. I have truly enjoyed all of our enthusiastic conversations about your project
and I’m delighted that the Mentoring Induction Project (MIP) can be of assistance.
The main objective of the MIP is to establish national mentoring guidelines and offer
support in the way of resources to states and districts interested in implementing or
strengthening mentoring. With that as our goal, the MIP and CEC would be delighted for
you to use part of the survey we developed for new teachers to evaluate the frequency
and helpfulness of certain mentor teacher activities. I believe this is page two of our
survey and I have included a copy of that page for clarity. (I can provide you with an
electronic version of this as well so you can make copies without having to recreate the
chart.) We developed this page from a complete search of the literature, discussion
groups and interviews at pilot sites, input from our national advisory panel, and input
from our site coordinators. As is standard, we only ask that you reference the project on
the survey and in any publication in which you use the results.
On behalf of the MIP and CEC, I wish you terrific success with your project. Please let
me know if I can be of further help and keep me posted on your progress. I look forward
to seeing your results!
Sincerely,

Marlene White, PhD
Co-Principal Investigator
Mentoring Induction Project
OSEP - Project of National Significance
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A ctivity
My mentor helped me:

00

1. by meeting with me in person in scheduled meetings.
2. by meeting with me in impromptu meetings (stopping
by to check on me or catching me briefly in the hall).
3. by calling to check in with me.
4. by communicating in writing such as notes or email.
5. by observing in my classroom & providing feedback.
6. organize and manage my time.
7. develop my classroom discipline plan.
8. understand the district’s teacher evaluation process.
9. find materials & resources to use with my students.
10. use a variety of teaching techniques with my students.
11. deal with the stress of the job.
12. understand the laws & regulations related to special
education as implemented in the school district.
13. administer & interpret standardized tests for program
planning.
14. develop my curriculum in accordance with student
needs and the state and district curriculum.
15. learn the policies, procedures and routines of the
school and district (such as discipline, attendance, etc.).
16. plan my daily schedule.
17. learn to prepare for and write lEPs according to
district policy.
18. work collaboratively with parents.
19. by providing emotional support when I got
discouraged or frustrated.
20. develop my daily and unit lesson plans.
21. by exposing me to a variety o f behavior management
strategies to use with my students.
22. by providing support and encouragement
23. get to know & work with other school & district staff.
24. get to know and work with my principal.

1
Never
1

2
1 - severs!
times per
vear
2

3
1 - severs!
times per
month
3

4
1 - several
times per
week
4

5
Almost
daily

1
Not st all
helpM

5

1

Not very
fcefpM

3
Somewitst
helpfitl

4
Very
iteipfal

s
Extremely
belpfa!

2

2

3-

4

5

2

3

4

5

1
1
1
1

2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5

1

2

3

4

5

1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1
1
1

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

4

5

1

2

3

4

5

1

2

3

1

2

3

4

5

1

2

3

4

5

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

Mentor Teacher Activity Evaluation
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Mentor Teacher Activity Evaluation. On the left side of the chart is an activity that could be associated with mentoring. On the right side of the chart please
indicate first, how frequently you and your mentor engaged in this activity; then, indicate how helpful you felt this activity was to you.
My mentor and I engaged in this activity:
This activity was:
1 “ never.
1 « not at all helpful to me.
2 - one to several times per year.
2 = not very helpful to me.
3 ” one to several times per month.
3 ” somewhat helpful to me.
4 = one to several times per week.
4 - very heipfhl to me.
5 = almost daily.
S ■=extremely helpful to me.

Appendix C
Web-Based Survey

Mentor Teacher Activity Evaluation

Introduction
*

Dissertation Research Conducted By:
Alice C. Giacobbe, Doctoral Candidate & Teaching Fellow
The College of William and Mary
School of Education

Thanks for helping with this survey on the ways that mentors try to assist beginning special education
teachers. Understanding activities that are helpful or seem not to be helpful will aid in the design of
mentoring programs that are more effective.
The survey you are about to take was designed as part of the Mentoring Induction Project and the
Council for Exceptional Children fCECi. I have been granted permission to reproduce this portion of the
survey.
You are part of a selected sample that has been asked to assist with this survey and I appreciate your
assistance. By using your confirmation code that was provided in my original letter, you can be assured
your responses can be accessed only by myself and will remain confidential. Should you have any
difficulties with this survey, please e-mail me at acgiac@wm.edu or call (757) 221-2406.
After successfully completing this survey, you will be entered in a raffle to win a $200.00 gift certificate
from Amazon.com and a raffle to win a registration to the 14th Annual Symposium on Professional
Collaboration and Inclusive Education at the College of William and Mary. In addition, the first 100
respondents will be entered In another raffle for a $50.00 gift certificate from Amazon.com.

In the space below, please enter your confirmation code (which is case-sensitive) and press the button to
begin the survey. Again, thank you for your participation!
Confirmation Code:

f
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86
Mentor Teacher Activity Evaluation

Survey
Dissertation Research Conducted By:
Alice C. Giacobbe, Doctoral Candidate & Teaching Fellow
The College of William and Mary
School of Education

All questions are required unless marked "Optional". This survey should take no longer than approximately 5
minutes to answer.
I. Demographic Q uestions
Please answer these questions as they pertain to you during the current (2002 - 2003) school year.
1. What is your age (optional)?
f~

years old

2. What is your gender?

3. What is your race/ethnicity?

4. What is your school setting?

II.

5.

What is your classroom setting?

6.

What is the primary eligibility classification of the students you teach?

7.

How many total years have you been teaching (including the current 2002-2003 school year)?

Mentor Teacher Activity Evaluation
For each activity listed (Questions 1 - 24), please comment first on how frequently you and your
mentor engaged in this activity; then indicate how helpful you felt this activity to be by selecting the
appropriate answer in the drop-down menus provided.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

87
For Questions 25 - 26, please indicate your response by selecting the appropriate answer in the drop
down menus provided.
1. My mentor helped me by meeting with me in person in scheduled meetings.
A. My mentor and I engaged in this activity: f
B. This activity was:

US

5

2. My mentor helped me by meeting with me in impromptu meetings (stopping by to check on me or
catching me briefly in the hall).
A. My mentor and I engaged in this activity: jB. This activity was: |

J]

3. My mentor helped me by calling to check in with me.
A. My mentor and I engaged in this activity: F
B. This activity was: [ ” ...
4. My mentor helped me by communicating in writing such as notes or email.
A. My mentor and I engaged in this activity: f
B. This activity was: [ 3

. ..jiU

5. My mentor helped me by observing in my classroom & providing feedback.
A. My mentor and I engaged in this activity: [ ~ ~ ~ .....................
B. This activity was: C"”™ ™ ~

13

6. My mentor helped me organize and manage my time.
A. My mentor and I engaged in this activity: f
B. This activity was: f~
7. My mentor helped me develop my classroom discipline plan.
A. My mentor and I engaged in this activity: |........, .. ...
B. This activity was: f ~ ~

~ ~ ~

8. My mentor helped me understand the district's teacher evaluation process.
A. My mentor and I engaged in this activity: f ......................................
B. This activity was: f"

—

3

g
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9.

My mentor helped me find materials & resources to use with my students.
A. My mentor and I

engaged in this

B. This activity was: | ~

activity: f"

3

3

10. My mentor helped me use a variety of teaching techniques with my students.
A. My mentor and I

engaged in this

activity:

3

activity: f

3

B. This activity was: [
11. My mentor helped me deal with the stress of the job.
A. My mentor and I
B. This activity was: (

engaged in this
~ " || j

12. My mentor helped me understand the laws & regulations related to special education as
implemented in the school district.
A. My mentor and Iengaged in this activity: f
B. This activity was: f

3

3

13. My mentor helped me administer & interpret standardized tests for program planning.
A. My mentor and Iengaged in this activity: f ~
B. This activity was: [

3

3

14. My mentor helped me develop my curriculum in accordance with student needs and the state
and district curriculum.
A. My mentor and f engaged in this activity:
B. This activity w as:)

f

3

3

15. My mentor helped me learn the policies, procedures and routines of the school and district (such
as discipline, attendance, etc.).
A. My mentor and Iengaged in this activity: f

3

B. This activity was:
16. My mentor helped me plan my daily schedule.
A. My mentor and I engaged in thisactivity: f
B. This activity was:

3

3

17. My mentor helped me learn to prepare for and write lEPs according to district policy.
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A. My mentor and I engaged in this activity: jj~
B. This activity was: f

if

2*}

18. My mentor helped me work collaboratively with parents.
A. My mentor and I engaged in this activity: f ~
B. This activity was: f
19.

—

if

—— g

My mentor helped me by providing emotional support whenI got discouraged or frustrated.
A. My mentor and I engaged in this activity: [............................................ i l
B. This activity was:

||

20.My mentor helped me develop my daily and unit lesson plans.
A. My mentor and I engaged in this activity:

”— ~ ~ 3

B. This activity was: |
21. My mentor helped me by exposing me to a variety of behavior management strategies to use
with my students.
A. My mentor and Iengaged in this activity: f
B. This activity was: [

~3

J

22. My mentor helped me by providing support and encouragement.
A. My mentor and I engaged in this activity: f
B. This activity was: [*

.H

23. My mentor helped me get to know & work with other school & district staff.
A. My mentor and Iengaged in this activity: f™
B. This activity was:

~3

HI

24. My mentor helped me get to know and work with my principal.
A. My mentor and Iengaged in this activity: j~

2l

B. This activity w as: |~
25. As a result of the mentoring I received, I feel i am a more effective special education teacher.

26. I am more likely to remain in the field of special education as a result of my mentoring
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experience.

r “

“

3

P lease check the checkbox below if you would like to receive an executive summary of the results of this
survey.
r Yes, I would like to receive an executive summary of the results of this survey.
Submit Your Responses

J

Clear Your Responses

[

Mentor Teacher Activity Evaluation

Thank You
Dissertation Research Conducted By:
Alice C. Giacobbe, Doctoral Candidate & Teaching Fellow
The College of William and Mary
School of Education

Thank you again for your participation. If you requested an executive summary of this survey, it will be sent
to you after tine conclusion of this survey.
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Appendix D
Components o f 46 Sources on Mentoring
General and Beginning Special Education Teachers
Table 1
Components o f 46 Sources on Mentoring General and Beginning Special Education

Special Education
Teachers

•

9

9

Mentor Programs

Attrition

Report, Article, or
Book

Study

Benefits/Activities

Characteristics of
Mentees

9

j

Characteristics of
Mentors

Reference

Definition

Teachers

AFT, 2001

9

Boyer, 1999a

•

•

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

Boyer & Lee, 2001

•

•

9

9

Breaux & Wong, 2003

•

•

9

9

•

9

9

Busch et al., 2001

•

Carlson, 2001
Cook, 1999
Danielson, 1999
Darling-Hammond, 1996,
1997, 2000
Darling- Hammond, 2003
ECS, 1999
Eisenman & Thornton,
1999
Feiman-Nemser, 1996
Feiman-Nemser et al.,
1999
Gersten et al., 2001
Gordon &

Maxey, 2000

9

•

9
9

•

•

•

•

•

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

•

9

9

9

•

9

9

9

•

9

9

9

9

9

9

9

9

9

9

9

9

•

•

Gratch, 1998

9

9

Hawkey, 1997

9

9

9

9
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9

9

Mastropieri, 2001
McCormick & Brennan,
2001
Miller et al., 1999

9

•

•

9

9

®

•

9

9

Odell & Ferraro, 1992

9

9

•

9

9

9

9

9

•

9

9

9

9

9

9

9

9

9

9

9

Ryan, 1986

•

9

9

9

Scherer, 1999

•

9

9

9

9

9

9

•

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

•

9

9

9

9

9

9

9

•

9

9

9

9

9

9

9

•

9

9

9

9

9

9

9

•

9

9

9

Schnorr, 1995
Serpell, 2000

•

9

Shafer, 2000

•

9

Singer, 1993

White, 1999
White & Mason, 2001a,
2001b
Wildman et al., 1992

•

9

•

Weasmer & Woods, 2000
Whitaker, 1999, 2000,
2001
White, 1995

•

9

Portner, 1998

VDQE, 1992, 2000, 2002

•

9

9

Special Education
Teachers

9

Report, Article, or
Book

Attrition

9

Mentor Programs

9

Study

9

Benefits/Activities

9

Characteristics of
Mentees

Hughes, 2002
Huling-Austin & Murphy,
1987
Ingersoll, 2001

Characteristics of
Mentors

Reference

Definition
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•

9

9

9

9
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Appendix E
Participant Invitation Letter

The College Q f

WILLIAM

MARY

School o f Education
P.O. B ox 8795
W illiam sburg, V A 2 3 1 8 7-8795

Date
CLT Name
School Name
School District
Address Line 1
Address Line 2
City, State Zip Code
Dear CLT Name,
As Virginia educators in the commonwealth we have experienced the many joys and challenges
that you face everyday as beginning teachers. We appreciate how hard you are working to help students
with disabilities. Your school division was required to provide a mentor for your first year o f teaching and
we want to know what help you received from your mentor (i.e., the person listed on your conditional
license). We hope that this research will help improve the quality o f mentor teacher programs in Virginia.
We want to ask you to complete an online survey. It should take you approximately 5 minutes.
Upon completion o f your survey, you will be entered in a raffle for a $200.00 gift certificate to
Amazon.com and another raffle for a free registration to the 14111 Annual Symposium on Professional
Collaboration and Inclusive Education at the College o f William and Mary. In addition, the first 100
respondents will be entered into an additional raffle for a $50.00 gift certificate to Amazon.com. Winners
will be contacted by mail. If you prefer to complete the survey on paper, please contact Alice Giacobbe
at acgiac@wm.edu or call (757) 2 2 1-2406. A paper copy will be sent immediately with a postage paid
return envelope.
Your name was provided by the Virginia Department o f Education, Division o f Teacher
Licensure. State Superintendent o f Public Instruction, Dr. Jo Lynne DeMary, and Mr. H. Douglas Cox,
Assistant Superintendent o f Special Education and Student Services have endorsed this study.
Participation in this study is completely voluntary and there are no anticipated risks to you for
participating. You may refuse to answer particular questions and may withdraw from the study at
Chartered 1693

93
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anytime with no penalty. Your name will never appear in the study. Your unique confirmation code will
not be available to others and your confidentially will be maintained. You may report dissatisfaction with
any aspect o f this study to the chairperson o f the Protection o f Human Subjects Committee, Dr. Stanton F.
Hoegerman, The College o f William and Mary, (757) 221-2240. The Virginia Department o f Education
will receive an executive summary o f the results. If you wish to receive the results o f this study, you will
be able to indicate it on your survey.

TO C O M PLETE SURVEY:
•

G o to http s://w w w .w m .ed u/~acgiae/

•

Read the instructions and w hen prompted, log o n w ith your
Confirmation Code w hich is case sensitive: C o n f i r m a t i o n

•

Com plete the survey and subm it when prompted

C ode

With your help, this study can provide a better picture o f current mentoring practices across
Virginia and what we can do to improve mentoring programs. Please do not hesitate to contact Alice
Giacobbe if you have any questions. Thank you for helping make a difference!
Sincerely,

Alice C. Giacobbe
Doctoral Candidate & Teaching Fellow
College o f William and Mary

Chriss Walther-Thomas, Ph.D.
Professor, School o f Education
College o f William and Mary

H. Douglas G
Assistant Superintendent,
Special Education and Student Services
Virginia Department o f Education
T H IS P R O J E C T W A S F O U N D T O C O M P L Y W IT H T H E A P P R O P R IA T E E T H IC A L S T A N D A R D S A N D W A S
E X E M P T E D F R O M T H E N E E D F O R F O R M A L R E V IE W B Y T H E C O L L E G E O F W IL L IA M A N D M A R Y
P R O T E C T IO N O F H U M A N S U B J E C T S C O M M IT T E E (P H O N E : 7 5 7 -2 2 1 -3 9 0 1 ) O N M A R C H 2 1 , 2 0 0 3 A N D
E X P IR E S O N M A R C H 2 1 , 2 0 0 4 .
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Appendix F
Participant Followup Letter

The College O f

WlLLIAM&MARy
School o f Education
P.O. B ox 8795
W illiamsburg, V A 23187-8795

Date

CLT Name
School Name
School District
Address Line 1
Address Line 2
City, State Zip Code
Dear CLT Name,
Approximately two weeks ago, you were mailed an invitation to participate in an important
research study on mentoring beginning special education teachers.
As o f the date o f this letter, you have not taken the survey and your input is vitally needed.
Without your input, the results o f the survey may not accurately reflect what mentoring practices are
being offered to support new teachers in your school division.

TO CO M PLETE SURVEY ;
•
•

Go to https://w ww.wm .edu/~acgiac/
Read the instructions and when prompted, log on with your
Confirmation Code w hich is case sensitive: C o n f i r m a t i o n

•

Com plete the survey and submit when prompted

C ode

If you would prefer a paper copy, please contact me immediately at aogiac@wm.edu or (757)
2 2 1-2406. If you have already completed the survey after this letter was mailed, thank you for your
participation.
Sincerely,

Q jju & t-'

G .G a

'

Alice C. Giacobbe
Doctoral Candidate & Teaching Fellow
College o f William and Mary

Chartered 1693
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Appendix G
Participant Final Letter

The College O f

WILLIAM&JMARY
School o f Education
P.O. B ox 8795
W illiamsburg, V A 23187-8795

Date

CLT Name
School Name
School District
Address Line 1
Address Line 2
City, State Zip Code
Dear CLT Name,
You were mailed an invitation to participate in an important research study on mentoring
beginning special education teachers for my dissertation research that ends June 30,2003.
As o f the date o f this letter, you have not taken the survey and your input is vitally needed.
Without your input, the results o f the survey may not accurately reflect what mentoring practices are
being offered to support new teachers in your school division.

TO CO M PLETE SURVEY:
•
•

G o to https://w ww.wm .edu/~acgiac/
Read the instructions and when prompted, log on with your
Confirmation Code which is case sensitive: C o n f i r m a t i o n

C ode

• Com plete the survey and submit when prompted by June 30, 2003
or
•

Com plete the enclosed paper copy o f the survey

•

Return in the self-addressed stamped envelope by June 3 0 ,2 0 0 3

Upon completion o f your survey, you will be entered in a raffle for a $200.00 gift certificate to
Amazon.com and another raffle for a free registration to the 14,h Annual Symposium on Professional
Collaboration and Inclusive Education at the College o f William and Mary to be awarded at the end o f my
research on June 30, 2003.
Should you have any comments, questions, or suggestions, please contact me immediately at
acgiac@wm.edu or (757) 221-2406. If you have already completed the survey after this letter was
mailed, thank you for your participation.
Sincerely,

Doctoral Candidate & Teaching Fellow
College o f William and Mary
Chartered 1693
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Confirmation Code:

Dissertation Research Conducted By:
A lice C. Giacobbe, Doctoral Candidate & Teaching Fellow

f

The College o f William and Mary
School o f Education

This survey was designed as part o f the Mentoring Induction Project and the Council fo r Exceptional Children (CEC). Permission has been granted
to use this survey.
This survey should take approxim ately 5 minutes to com plete. A ll questions are optional. Please return this survey in the self-addressed stamped
envelope provided within one w eek o f receiving this survey.

I. Demographic Questions

Paper Copy Survey

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Mentor Teacher Activity Evaluation - Survey

Please answer these questions as they pertain to you during the current (2002 - 2003) school year.
1. What is your age?

'O
-j

years old
2.

What is your gender (please check only one answer)?
F I
|

3.

M ale
|

Female

What is your race/ethnicity (please check only one answer)?
1

|

African American

1

1

American Indian or Alaskan Native

[

1

Asian or Pacific Islander

1

|

Hispanic

1

1

White (N on-H ispanic)

Please C ontinue o n R everse
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Page 2 o f 5
4.

What is your school setting (please check only one answer)?
|

| Pre-School

1

| Elementary School

|~ ]

M iddle School

|
5.

|

What is your classroom setting (please check only one answer)?
1

1

□
□
□
□
6.

H igh School

Resource
Itinerant
Collaborative
Self-Contained
Full Inclusion

What is the primary eligibility classification o f the students you teach (please check only one answer)?

□
□
□
□
□
□
□

Specific Learning Disability
Mental Retardation
Autism
Other Health Impairments
Traumatic Brain Injury
Hearing Impairment

□
□
□
□
□
1

1

Developmental D elay
Emotional Disturbance
M ultiple Disabilities
Speech/Language Impairment
D eaf and Blind
Visual Impairment including Blindness

Orthopedic Impairment

Please C ontinue on N ex t Page

so

00
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Page 3 o f 5
7.

How many total years have you been teaching (including the current 2002-2003 school year) (please check only one answer)?

□
□
□
□

0 -2
3 -5
6-10
11 or more

II. M entor T each er A ctivity Evaluation
On the left side o f the chart below is an activity that could be associated with mentoring. On the right side o f the chart, please indicate first,
how frequently you and your mentor engaged in this activity; then, indicate how helpful you felt this activity was to you by circling your
response in each column.

M y mentor and 1 engaged in this activity:
Activity
M y mentor helped me:
1 . by meeting with me in person in
scheduled meetings.
2 . by meeting with m e in impromptu
m eetings (stopping by to check on m e or
catching me briefly in the hall).
3 . by calling to check in with me.
4. by communicating in writing such as
notes or email.
5. by observing in my classroom &
providing feedback.
6 . organize and manage my time.
7. develop m y classroom discipline
plan.
8. understand the district’s teacher
evaluation process.
9. find materials & resources to use
with my students

F requ en cy..... ......... ...... — .................. ......
3
4
1
2

This activity was:
.... —.............. 3
2
i

* Helpfulness

5
extremely
helpful

3

4

5

2

3

4

5

1

2

3

4

5

5

1

2

3

4

5

5

1

2

3

4

5

2

3

4

5

2

3

4

5

I

2

3

4

5

1

2

3

4

5

not at all
helpful

not very
helpful

somewhat
very
helpful

5

1

2

4

5

1

3

4

5

2

3

4

1

2

3

4

1

2

3

4

5

1

1

2

3

4

5

I

1

2

3

4

5

1

2

3

4

5

never

several
times per
year

several
times per
month

several
times per
week

1

2

3

4

1

2

3

1

2

1

..... ......................►
4
very
helpful

5
almost
daily

Please C ontinue on Reverse
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Activity
My mentor helped me:
10. use a variety o f teaching techniques
with my students.
11. deal with the stress o f the job.
12. understand the laws & regulations
related to special education as
implemented in the school district.
13. administer & interpret standardized
tests for program planning.
14. develop m y curriculum in
accordance with student needs and the
state and district curriculum.
1 5 . learn the policies, procedures and
routines o f the school and district (such
as discipline, attendance, etc.).
16. plan my daily schedule.
17. learn to prepare and write for JEPs
according to district policy.
18. work collaboratively with parents.
19. by providing emotional support
when I got discouraged or frustrated.
20. develop m y daily and unit lesson
plans.
21. by exposing me to a variety o f
behavior management strategies to use
with m y students.
22. by providing support and
encouragement.
23. get to know & work with other
school & district staff.
24. get to know and work with my
principal.

M y mentor and I engaged in this activity:
Frequency
.......... ............. ..........
i
4
3

6

This activity was:
Helpfulness ................................................ ......

i

5
almost
daily

not at all
helpful

2
not very
helpful

3
somewhat
very
helpful

4
very
helpful

5
extremely
helpful

4

5

1

2

3

4

5

3

4

5

1

2

3

4

5

2

3

4

5

1

2

3

4

5

I

2

3

4

5

1

2

3

4

5

I

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

i

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

i

2

3

4

5

1

2

3

4

5

1

2
several
times per
year

several
times per
month

several
times per
week

1

2

3

1

2

1

never

Piease Continue on N ext Page
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Please check only one answer per statement.
25. A s a result o f the mentoring I received, 1 feel 1 am a more effective special education teacher.
[

| Strongly Agree

□

Agree

|

| Disagree

[

| Strongly Disagree

26. I am more likely to remain in the field o f special education as a result o f my mentoring experience.
|

| Strongly Agree

I

I Agree

I

1 Disagree

1

| Strongly Disagree

This indicates the end o f the survey. Thanks for your time. Please return this survey in the self-addressed stamped envelope provided. Upon receipt
o f this survey, you w ill be entered into the raffles.
Please indicate b elow whether or not you would like an executive summary o f the results o f this study.
□

Yes

□

No

Thanks again for your participation with this survey! ©

Vita
Alice Claire Culotta Giacobbe
Birthdate:

February 24,1955

Birthplace:

New Orleans, Louisiana

Education:
1999 - 2003

The College of William and Mary in Virginia
Williamsburg, Virginia
Doctor of Philosophy

1976 - 1978

Virginia Commonwealth University
Richmond, Virginia
Master of Education

1973 - 1976

Virginia Commonwealth University
Richmond, Virginia
Bachelor of Social Work
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